Goals of public elementary schooling : an analysis of the views of parents, teachers, and school committee members. by Vernon-Jones, Russell W.
University of Massachusetts Amherst
ScholarWorks@UMass Amherst
Doctoral Dissertations 1896 - February 2014
1-1-1988
Goals of public elementary schooling : an analysis
of the views of parents, teachers, and school
committee members.
Russell W. Vernon-Jones
University of Massachusetts Amherst
Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1
This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It has been accepted for inclusion in
Doctoral Dissertations 1896 - February 2014 by an authorized administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.
Recommended Citation
Vernon-Jones, Russell W., "Goals of public elementary schooling : an analysis of the views of parents, teachers, and school committee
members." (1988). Doctoral Dissertations 1896 - February 2014. 4397.
https://scholarworks.umass.edu/dissertations_1/4397

GOALS OF PUBLIC ELEMENTARY SCHOOLING: 
AN ANALYSIS OF THE VIEWS OF PARENTS, 
TEACHERS, AND SCHOOL COMMITTEE MEMBERS 
A Dissertation Presented 
by 
Russell W. Vernon-Jones 
Submitted to the Graduate School of the 
University of Massachusetts in partial fulfillment 
of the requirements for the degree of 
DOCTOR OF EDUCATION 
September 1988 
Education 
(c) Copyright by Russell W. Vernon-Jones 1988 
All Rights Reserved 
GOALS OF PUBLIC ELEMENTARY SCHOOLING: 
AN ANALYSIS OF THE VIEWS OF PARENTS, 
TEACHERS, AND SCHOOL COMMITTEE MEMBERS 
A Dissertation Presented 
by 
Russell W. Vernon-Jones 
School of Education 
Dedication 
This dissertation is dedicated to my loving 
family, Lydia, Amy, and Andy Vernon-Jones and 
to all the co-counselors of the Re-Evaluation 
Counseling Communities, who have nurtured me 
personally and helped me develop my view that 
schools need leadership at all levels which 
will enable them to become a force for the 
liberation of everyone. 
IV 
ABSTRACT 
GOALS OF PUBLIC ELEMENTARY SCHOOLING: 
AN ANALYSIS OF THE VIEWS OF PARENTS, 
TEACHERS, AND SCHOOL COMMITTEE MEMBERS 
SEPTEMBER 1988 
RUSSELL W. VERNON-JONES, B.A., OBERLIN COLLEGE 
M.A., UNIVERSITY OF MASSACHUSETTS 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Harvey B. Scribner 
The primary purpose of this study was to ascertain what 
goals parents, teachers, and school committee members want 
public elementary schools to be pursuing in the late 1980’s 
and early 1990’s. 
The parents, teachers, and school committee members of a 
rural public elementary school were surveyed using a 
questionnaire developed by the author for this study. 
It was found that all three respondent groups support a 
broad range of goals of elementary schooling including 
intellectual development, personal development, and social 
development. All three respondent groups indicated a 
preference for increased emphasis on the personal 
development function of schooling, defined as instruction 
v 
which builds self-confidence, creativity, ability to think 
independently, and self-discipline. Significant agreement 
about goals of elementary schooling was found among parents, 
teachers, and school committee members. Differences of age, 
sex, family income, education, grade level of their oldest 
child, and school achievement level of their oldest child 
have little correlation with the order in which parents 
ranked seven proposed goals of schooling. 
The author concludes that elementary schools should not 
limit their instructional programs to narrow 
"back-to-basics" goals of schooling, but should address a 
broad range of goals. The findings suggest that there is 
potential for an alliance between parents and teachers for 
improving schools. 
The questionnaire developed for this study is readily 
adaptable for use by other investigators, including local 
school administrators, teachers’ associations, or academic 
researchers. 
vi 
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CHAPTER I 
INTRODUCTION 
Background to the Problem 
The primary purposes of schooling in the United States 
have changed over the course of our history. In New England 
early settlers began schools in order to pass their 
religious beliefs on to their children. Later schools were 
seen as the primary institutions to help assimilate vast 
numbers of new immigrants to the United States and equip 
them to be citizens in a democratic society. More recently 
schools were seen by many as essential in enabling us to 
compete with the Soviet Union in space and elsewhere. Now 
there is again considerable national discussion about 
schooling, and central to the discussion, although 
frequently not addressed directly, is the question of the 
purposes of our schools. 
A review of the statements of goals for schooling 
adopted by each of the 50 states (Goodlad, 1984; Ribble, 
1973) indicates that at least in their official statements, 
the states call for a broad range of goals for schooling, 
including such items as the development of creativity, 
physical fitness, and healthy emotional development, as well 
1 
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as academic goals. On the other hand we have been hearing 
for more than a decade the call to go "back-to-basics" and 
the suggestion that the three R’s should be the sole agenda 
of schools. Furthermore, the data collected in the late 
1970’s in the "Study of Schooling" (Goodlad, 1983, 1984; 
Sirotnik, 1983) indicate that while schools profess to 
believe in a wide range of goals, direct observations of 
what teachers and students do in classrooms indicates that 
they are in fact pursuing a rather narrow range of goals. 
In this context it is timely to ask, "What goals do people 
want elementary schools to pursue?" 
The three groups which most directly impact any 
individual school are teachers, parents, and school 
committee members. Teachers actually carry out the 
instructional program of any school. They make thousands of 
decisions each day about what is most important, and what 
goals they and students will strive to achieve. In most 
schools they also play a role in setting some school 
policies, selecting textbooks, developing or revising 
curriculum, etc.. Parents communicate their expectations to 
teachers through conferences, notes, phone calls, etc. They 
can and do bring pressure to bear on teachers, 
administrators, and school committees with regard to 
curriculum, policy, funding, and personnel decisions. 
School committee members set official policy, establish 
budgets, and make personnel decisions. They are elected 
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officials whose role it is to represent the voters/taxpayers 
in their town or city. Hence, these three groups help shape 
the direction of any school. The author believes it is 
useful for policy makers, administrators, and all others 
involved in thinking about elementary schooling to know what 
each of these three groups wants with regard to goals for 
elementary school, and the extent of their agreement 
and disagreement with each other. 
Purposes of This Study 
The primary questions on which this study focuses are: 
What are the views of parents, teachers, and school 
committee members about the goals of elementary schooling? 
How strongly do they agree/disagree with goals of schooling 
recommended in the professional literature? How do the 
views of parents, teachers, and school committee members 
compare to each other? 
This is a descriptive study (Borg & Gall, 1983, p. 30; 
Selltiz, Wrightsman, & Cook, 1976, p. 101-103). Its primary 
purpose is to describe "what is". There is no significant 
theory about views of goals of schooling to be tested, so no 
primary hypothesis is proposed. Instead, the primary 
research questions described above are posed. This author 
believes that this type of descriptive information about 
4 
people s views of goals of elementary schooling is valuable 
to educational leaders as they design educational programs 
and communicate with teachers, parents, and school committee 
members about those programs. 
In addition to this primary descriptive purpose, this 
study allowed several secondary hypotheses to be tested and 
several other questions to be answered. 
1. The prevailing conventional wisdom is that the public 
wants schools to go "back to basics", focusing on a 
narrower range of goals than in the recent past. This 
author does not believe that this is the case. Instead, 
the author hypothesized that the data would show that 
parents, teachers, and school committee members all 
agree that their public elementary school should pursue 
social, intellectual, personal, and vocational goals 
with students. This study seeks to answer the question: 
What is the extent of agreement/disagreement among 
parents, teachers, and school committee members that all 
of these four major functions: social development, 
intellectual development, personal development, and 
vocational development are important in elementary 
schooling? 
2. There is some research that indicates that parents and 
teachers think that all four functions of schooling are 
very important (Goodlad, 1984, p. 39). Thus if one 
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simply asks "How much do you agree with this goal?" or 
"How important is this function of schooling?" one may 
simply get strongly positive responses to a wide range 
of goals. Respondents in this study were also asked to 
rank order goal statements. This study seeks to answer: 
When forced to discriminate the strength of their 
preferences in this way, do some goals emerge as 
significantly more important for parents, teachers, or 
school committee members than other goals, or do 
preferences still spread across all the goals offered? 
Are certain categories of goals (social, intellectual, 
personal, vocational) more important than others to 
parents, teachers, or school committee members when they 
rank order goals? 
3. Do individuals who perceive the school to be giving 
greatest emphasis to the function (i.e. social 
development, intellectual development, personal 
development, vocational development) which they believe 
should be given greatest emphasis have a higher level of 
satisfaction with the school than do other respondents? 
Overman (1980) hypothesized that "congruence" between 
perceived function emphasis and preferred function 
emphasis would correlate with higher satisfaction 
ratings of the school. Her data supported this 
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hypothesis. This study provides partial replication of 
those results. 
4. Congruence is also investigated for each of the three 
major groups being studied - parents, teachers, and 
school committee members - with regard to each of the 
four major functions of schooling — social development, 
intellectual development, personal development, and 
vocational development. A measure of congruence is 
determined by computing the difference between the mean 
perceived importance rating and the mean preferred 
importance rating given each function by each group. 
This reveals to what extent parents, teachers, and 
school committee members think the school is attaching 
the proper level of importance to each of these four 
functions of schooling. 
5. How do the variables of parents' age, sex, level of 
education, and level of income; grade level of oldest 
child; and school achievement level of oldest child (as 
perceived by the parent) correlate with parents' rank 
ordering of proposed goals of schooling? 
6. The building principal in an elementary school is 
supposed to be the educational leader of the school. H 
or she has opportunities to communicate to parents what 
7 
the goals of the school are. Do parents whose views of 
the goals of schooling are similar to the building 
principal's views have a higher level of satisfaction 
with the school than do parents who hold views more 
dissimilar to those of the principal? 
7. How do the views of parents and teachers about the goals 
of elementary schooling in the late 1980's compare with 
those of parents and teachers in the late 1970's? This 
question is addressed by comparing the data collected in 
this study with that collected by Overman (1980) and 
Goodlad (1984) in the late 1970's in the "Study of 
Schooling". Comparisons are also made with data 
collected in the Gallup polls of attitudes toward 
education (Elam, 1984; A. M. Gallup, 1985a, 1985b; A. 
M. Gallup & D. L. Clark, 1987; G. H. Gallup, 1984). 
8. A final purpose of this study was to develop a 
questionnaire and a methodology that will enable other 
investigators, including local school administrators and 
teachers’ associations as well as academic researchers, 
to ascertain the views of parents, teachers, and/or 
school committee members associated with a single 
school, school district, or larger entity, about the 
goals of elementary schooling. 
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Significance of the Problem 
Elected representatives, governmental officials, school 
administrators, and teachers are all making decisions about 
what should go on in our schools. Yet they are making those 
decisions in the absence of a national consensus about the 
primary purpose(s) of schooling. Information about what 
various groups believe to be the purpose of schooling should 
be of interest to all educational decision makers. For 
those who believe that parents, or school committees, or 
teachers should determine what goes on in schools, the 
information gained from this study will provide direct 
indications of the directions schools should take. For 
those who seek to advance their own notions (whether 
traditional or progressive) about proper directions for 
school improvement, the data from this study will help them 
understand the context in which they are operating. Knowing 
what people believe is very useful if one plans to try to 
win them over to a new position. 
This study provides a methodology and instrumentation by 
which any local school committee, school administration, or 
teachers’ association can determine the views of the parents 
of their elementary school students, or the view of other 
respondent groups, with regard to the appropriate goals for 
their school. 
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This study provides some indication of the potential of 
increased parent involvement in school improvement efforts 
to create conflicts between parents and teachers, and the 
even greater potential for creating a new alliance for 
improvement of schools. Analysis of the data of this study 
also provides some insight into what demographic factors 
must be considered in selecting a parent advisory group if 
representative viewpoints are desired. 
Since the sample for this study was drawn from parents, 
teachers, and school committee members of a single rural 
elementary school in western Massachusetts, the data has 
limited value in generalizing to the United States as a 
whole, or to secondary schools. The study does, however, 
provide valuable information about the rural northeast 
United States which is frequently not available in published 
reports of national polls. The focus on the elementary 
school level fills some gaps in the literature that exist 
because many of the recent reports and polls have dealt 
largely with high schools, ignoring the fact that what high 
schools can accomplish is powerfully influenced by what 
students have learned and experienced in elementary 
schools. Although national polls of the attitudes of both 
parents and teachers toward the goals of education have been 
conducted by others (Goodlad, 1984; Elam, 1984), no other 
study to date has examined the goal preferences of teachers, 
parents, and school committee members of a single elementary 
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school to the depth that this study has. The use of 
identical questionnaires with all three of the groups in 
this study, and drawing the sample entirely from individuals 
who are associated with the same elementary school, makes it 
possible to study correlations between opinions and role 
(parent, teacher, or school committee member) effectively. 
Definitions 
In general the term "schooling" will be used to refer to 
what happens in schools. This term is more specific than 
"education" which might properly refer to learning 
situations that occur in many other settings (ex. homes, 
public libraries, on the job training programs, etc.) as 
well as in school. 
The term "goals" is used here to refer to desired 
outcomes or results of schooling. It includes both outcomes 
for society (ex. having a more informed electorate for a 
democratic society) and outcomes for individual graduates 
(ex. having learned the skill of reading). For the most 
part notions of how these outcomes should be accomplished 
are not discussed. While it is certainly appropriate for 
schools to adopt such "goals" as creating a harmonious 
community among students, or involving students in learning 
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by doing, in the context of this study such "objectives" are 
seen as means to some desired outcomes, rather than goals. 
"School committee members", as used in this study, 
refers to citizens elected at the local level by the voting 
public to run the local schools. In general they serve 
without pay. Their primary responsibilities are 
establishing policies for the schools, enacting budgets, and 
hiring staff. 
Parents , as used in this study, refers to parents of 
students currently enrolled in the school from which the 
sample was taken. No attempt was made to include parents 
whose children are all too young or too old to attend the 
elementary school or who do not attend the school for any 
other reason. 
Chapter Outline 
This chapter has introduced the problem to be studied 
and described the major purposes of this study. Chapter II 
reviews the literature about goals of schooling and surveys 
of public opinion about goals of schooling. Chapter III 
presents the design of the study and the methods which were 
employed to accomplish the purposes of the study. Chapter 
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IV reports and analyzes the data. Chapter V summarizes the 
study, discusses the implications of the findings, and 
offers suggestions for further research. 
CHAPTER II 
REVIEW OF THE LITERATURE 
Introduction 
This review of the literature is organized into three major 
sections. Section One provides background and context for 
the whole topic of goals of schooling. It summarizes the 
major philosophical streams of thought about education in 
the United States in the twentieth century by examining the 
writings of some representative authors, specifically with 
regard to goals of schooling. Section Two reviews 
literature of the last ten years in order to identify goals 
currently being recommended for public elementary schooling 
in the United States. It is primarily from this body of 
literature that the goal statements were chosen in the 
development of the survey instrument used in this study. 
In some cases literature is available which refers 
specifically to goals for schooling at the elementary 
level. In other cases it has been necessary to review goals 
suggested for public schooling in general. Section Three is 
a review of literature from the last ten years which reports 
surveys of public opinion about goals of schooling. Special 
attention is given to surveys specifically of parents of 
elementary school children and of elementary teachers. A 
13 
few studies from before 1977 will be included because of 
their particular relevance to the present study. 
14 
Section One 
Background: Twentieth Century Educational Philosophies 
This section will examine goals advocated by 
representative writers from the major philosophical points 
of view in educational thought of this century. Although 
many classification schemes are possible, writers will be 
grouped here into the following categories: Cultural 
Transmission, Progressivism/Developmentalism, and 
Romanticism. This classification is built upon the notions 
of Eddy (1985) and Kohlberg & Mayer (1972) as adapted by 
this author. The discussion here will be limited primarily 
to views about the goals of schooling, with full awareness 
that this ignores other significant issues and differences 
among these educational philosophies. 
Cultural Transmission 
The central tenet of the cultural transmission theory is 
that the primary function of schooling is to pass on to each 
new generation the accumulated knowledge of the past. 
"Cultural transmission" is not a label that writers have 
15 
generally used to identify themselves, nor is there an 
identifiable school of philosophy" advocating this view. 
Rather it is a view which can be identified in the writings 
of many thinkers, who may, in fact, disagree on many other 
issues. It is, however, a common thread running through a 
great deal of educational thought and writing. 
The modern day back-to-basics movement is a good example 
of this view of education. Proponents maintain that schools 
should concern themselves exclusively with the teaching of 
basic skills. The knowledge and skills from the past to be 
passed on are, by and large, according to the cultural 
transmissionists, the traditional school subjects. Bestor, 
for example, says, 
Our civilization requires of every man and woman a 
variety of complex skills that rest upon the ability to 
read, write, and calculate, and upon sound knowledge of 
science, history, economics, philosophy and other 
fundamental disciplines. These forms of knowledge are 
not a mere preparation for more advanced study. They 
are invaluable in their own right .... (1956, p. 27) 
Another example of the cultural transmission view is the 
argument that it is this traditional content of education in 
western civilization which serves to "educate the rational 
soul"; that the reason for a human being’s existence is the 
fullest possible evolution of his/her mental and spiritual 
capacities, and that only a "basic education provides 
that. Only such an education provides meaning in people’s 
lives and without that type of education a human being is 
"lost" (Fadiman, 1959). Proponents of the cultural 
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transmission view, sometimes known as ’’Essentialists", 
object to the inclusion of driver education, cooking, or 
square dancing in the curriculum on the grounds that they 
are narrow dead-ends which lead nowhere and take time away 
from studies which can develop students’ full rational 
faculties and open many doors. They argue that the basic 
criterion for selection of the areas of study should be, and 
traditionally has been, their generative power for the 
acquisition of further knowledge. ’’Basic education concerns 
itself with those matters which, once learned, enable the 
student to learn all the other matters, whether trivial or 
complex, that cannot properly be the subjects of elementary 
and secondary schooling” (Fadiman, 1959, p. 6). 
Traditionally, writers sharing this philosophy have seen 
the basic, essential knowledge and skills, particularly 
those appropriate to the elementary grades, as changing very 
slowly, if at all. Even those who see knowledge as changing 
rapidly, see, at any given moment, a fixed body of 
knowledge, rules and values to be passed unchanged from 
teacher to student through direct instruction. For them, 
the heart of a good education is the subject matter. 
The cultural transmission view sees the role of the 
school as assisting the learner to make an exact copy in 
his/her own mind of the knowledge (and sometimes, values) 
that are in the mind of the instructor. This stands m 
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contrast to the progressive/developmental view which sees 
the task of the school to assist the learner to create 
his/her own mental model of reality out of the inputs and 
experiences of the learning situation. It also stands in 
contrast to the romantic view, which would have the school 
assist the learner in the unfolding of his/her inherent 
self. 
School should not be a social change agent, according to 
the cultural transmission position. This point of view is 
advanced from several perspectives. One is a conservative 
one which simply claims that the less society changes, the 
better; that it is in maintaining long standing verities 
that we keep our culture and society strong. A second is 
that schools are relatively weak institutions, governed by 
local school committees, and for their own preservation must 
remain value neutral. The danger to be avoided in this view 
is that if schools begin to advocate a partisan position, 
they could lose the support of the remainder of the 
community and be destroyed. A third argument is that 
unless schools remain neutral, teachers can easily 
indoctrinate the young, thereby violating their civil 
liberties. This is particularly relevant in elementary 
schools where children have not reached full functioning of 
critical intellect. A fourth justification is that schools 
are simply not very successful at changing society and 
should stick to what they can do - pass on agreed upon 
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knowledge, skills, and values. Note that while value 
neutrality on anything of controversy is recommended here, 
teaching basic moral principles which are seen as central to 
western civilization is considered a key task of schooling 
(Eddy, 1985). 
Katz (1975, p. 141-145) takes this argument a step 
further and argues that schools should stop trying to 
develop attitudes at all. He claims that schools have been 
trying to shape attitudes, whether to conventional morality 
or to the values of radical social reformers, for more than 
one hundred twenty-five years. He claims they have been 
unsuccessful in shaping attitudes or reforming society and 
should abandon these efforts in favor of an emphasis on 
intellectual development. 
Although cultural transmissionists would like to see 
schooling produce adults who can think critically, they 
would, in general, not assign this goal or activity to the 
elementary school. Knowledge itself is seen as neutral. An 
extensive grasp of knowledge is considered necessary before 
rational critical, or individual, thought is possible. One 
becomes logical by studying the products of other people’s 
thinking, (not by solving problems and doing logical 
thinking from an early age* as advocated by the 
Progressives) . 
Positions on creativity vary from writer to writer, but 
seen as dependent on mastery in general creative thought is 
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of basic skills and much of the content of the disciplines. 
It is therefore not a function of elementary schooling, but 
something which might come much later. Ausubel (1969) 
opposes the notion that it is the school's responsibility to 
make every child a creative thinker on the grounds that 
creativity is inherited genetically (presumably by 
relatively few individuals) and cannot be developed in 
students by teachers unless the students have the required 
genes. 
A variant of the cultural transmission view can be seen 
in some of the advocates of educational technology, both the 
teaching machines of the 1950's and 1960's and the largely 
drill oriented uses of computer assisted instruction in the 
1980's. The key here is that there is a body of information 
to be learned directly, as it is, by the learner. One 
difference here is that the goal is generally transmission 
of the skills and habits deemed necessary for adjustment to 
a technological society, rather than the transmission of 
knowledge considered basic to the culture of western 
civilization that is the goal of most advocates of cultural 
transmission (Kohlberg &. Mayer, 1972, p. 453). 
Romanticism 
The "romantic" view of education holds that nature 
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should be our guide and that what originates from within the 
child should guide all development. Human beings are seen 
as innately good, particularly in childhood. The primary 
role of education is to facilitate actualization of each 
child’s inherent self. Schooling is seen as unnecessary or 
harmful by some romantics. Those who see a role for 
schooling want activity which will nurture the natural 
growth of the child. 
The "romantic” label is not assigned to indicate that 
this view is unscientific, or unthinking, nor to disparage 
its ideas. This view is called "romantic" because it shares 
an ideology with the romantic movement in literature and the 
arts of the late 18th, 19th, and early 20th centuries. It 
has its roots in the thought of the early Greeks. Some of 
its ideas are quite influential in many spheres today. In 
education, romantic thinking had a major impact on the free 
school and open classroom movements of the 1960's and early 
1970’s in the United States. 
For the romantics, evil is not a result of human nature, 
but is the result of repression of our true selves; of 
society’s interference with our natural development. 
Goodness is seen as being rooted in feelings or emotions and 
in spontaneous choices. Jean Jacques Rousseau, wanting to 
reform society, rejected reason as the primary goal of 
education because he theorized that reason was a socially 
and would therefore inevitably contain learned phenomenon 
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the oppression inherent in the existing order of society. 
Emotion, particularly compassion, originating from within 
the individual, would be free of the corruption of society 
and would therefore provide the driving force for reforming 
society. He claimed that reason would need to be used to 
think about problems, etc., but felt that emotion should 
govern reason so that reason would be used properly. 
Emotion can be trusted, according to the romantics (Eddy, 
1985 ) . 
The early romantics were influenced by Newton’s 
establishment of the notion that the physical universe is 
not volitional or intentional, but is governed by dependable 
laws of interaction which can be described mathematically. 
They took from John Locke the notion that human 
interactions, not interfered with, would be self-regulating 
the same way the physical universe is, in a way that worked 
for everyone. Freely acting individuals would generate 
self-regulating mechanisms that would prevent exploitative 
relationships. The only exception would be the "accidental" 
interference of two people with each other as they acted out 
their inherent rights or natures. These exceptions meant 
that some regulation of society by the government (or the 
classroom by the teacher) would be necessary but it should 
be kept to a minimum. 
G. Stanley Hall, the founder of child psychology in the 
United States, contributed to the romantic stream of thought 
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in this country. He wrote, "The guardians of the young 
should strive first to keep out of nature’s way ..." (1901, 
p. 24). A major influence on romantic educational thought 
in the United States was A. S. Neil, and Summerhill, the 
school he founded in England, and the book by the same name 
(1960). Neil’s method was to allow children "freedom to be 
themselves". Virtually everything at Summerhill was 
optional for students. What were his goals? He writes, "I 
hold that the aim of life is to find happiness, which means 
to find interest ..." (1960, p. 24). This was also the aim 
of his school: that students should discover, and develop 
according to, their own innate abilities, interests, and 
wishes. He argued that they should learn to act 
consistently on their own opinions, not as a result of 
external compulsion. "My own criterion of success is the 
ability to work joyfully and to live positively" (p. 29). 
He wanted his students to fully develop "the emotional 
factor, the power to subordinate thinking to feeling" 
(p. 26 ) . 
Progressivism/Developmentalism 
The view that schooling should focus on assisting the 
development of individual students was articulated before 
the turn of the century by Parker (1894) and then attracted 
wide attention through the writings of Dewey (1916, 1938) 
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and his disciples. Working independently, Jean Piaget 
(1973), the Swiss genetic epistemologist, provided extensive 
research in developmental psychology which bolstered this 
view and provided additional guidance with regard to 
methodology. Somewhat more recently, Kohlberg and Mayer 
(1972) have provided a clear articulation of the 
progressive/developmental position. 
Contrary to those who view the content of the curriculum 
as all-important, Parker believed that appropriate content 
was virtually limitless and selection of content should be 
based on aiding student’s development. He writes, "A course 
of study is a means to an end; from the course of study the 
teacher selects the material immediately needed for the 
advancement of personal mental and moral power" (Parker, 
1894, p. 390). Thus for Parker the advancement of such 
power in children is a more important goal than the mastery 
of a body of knowledge. 
Both Parker and Dewey expected the school (which at that 
time meant elementary school for most students) to play a 
major role in reforming society. Parker wrote, "The 
principal mission of the common school is to dissolve the 
prejudices that have been inculcated under the methods of 
oppression" (1894, p. 451). He believed that this mission 
would be accomplished by children from many different 
nations, backgrounds, and sects coming together in school, 
working and playing and getting to know each other in 
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school. 
The common school for all children was necessary to the 
success of democracy. Schools were essential to democracy 
in two ways. They were to teach the ideals and values of 
democracy, and they were to educate future citizens in order 
to provide an informed electorate. One of the notions that 
Parker wanted schools to impart was that, "A fundamental 
principle of democracy is the responsibility of each for 
all, and all for each" (Parker, 1894, p. 419). 
Dewey’s educational thinking was based on the assumption 
that there is an identifiable conception of the good life 
which, given proper circumstances, everyone would choose. 
He believed that effective education would eventually enable 
everyone to make that choice. The result would be a social 
order which worked for the good of all. He expected 
schooling to improve society and fuel social progress. For 
Dewey psychological wholeness comes only as a member of the 
society who is making a constructive contribution, so it 
becomes the role of the school to educate children to do 
so. He expected social progress to be the result if schools 
could educate children so that their intelligence, 
individuality, and creativity operated freely. 
While the essentialist position is that schools should 
stick to subject matter and avoid trying to affect 
attitudes, Dewey felt that attitude formation was central to 
the role of the school. "Collateral learning in the way of 
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formation of enduring attitudes, of likes and dislikes, may 
be and often is much more important than the spelling lesson 
or lesson in geography or history that is learned. For 
these attitudes are fundamentally what count in the 
future. * He continues, "The most important attitude that 
can be formed is that of desire to go on learning" (Dewey, 
1938, p. 48). 
Dewey wanted students to have use of all the knowledge, 
conventions, etc. of the culture, but not as a fixed thing 
imparted directly from teacher to student. He believed 
students should be exposed to stimuli and experiences which 
would enable them to organize and structure their experience 
themselves. Dewey is sometimes accused of maintaining that 
students must experience everything themselves and use only 
their own experience for learning and thinking. This is a 
false interpretation. He clearly believed that it is 
essential for students to learn how to get information from 
books, other people, etc. (Dewey, 1916, p. 148-149). The 
student is not to be a passive receptor of that information, 
however. He writes, "I believe, finally, that education 
must be conceived as a continuing reconstruction of 
experience; that the process and goal of education are one 
and the same thing" (Dewey, 1897, as quoted in Fraley, 1981, 
p. 25). He had confidence that the result would be 
transmission of the culture, but transmission involving 
self-renewal and social progress. 
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For Dewey, problem-solving is central. He equates it 
with thinking. With regard to the role of thinking 
(problem-solving) he writes, "...all which the school can or 
need do for pupils, so far as their minds are concerned, 
...is to develop their ability to think" (1916, p. 148). He 
acknowledges that schools often identify three primary 
goals: "acquisition of skill (in reading, spelling, writing, 
drawing, reciting); acquiring of information (in history and 
geography), and training of thinking". He claims that 
skills learned separately from thinking are mastered 
separately from knowing the ends to which those skills 
should be put. Such lack of attention to ends leaves one 
the victim of routine and allows others, perhaps less 
scrupulous, to control and direct. Knowledge independent 
of thinking is a burden on the mind which may lead to 
conceit and interfere with later thinking. Thus, he writes, 
"Thinking is the method of intelligent learning" (1916, p. 
148). He insists that rather than focusing on the three 
goals mentioned above, as separate activities, the focus 
must be teaching methods which promote thinking. 
Problem-solving is both the method and the primary goal of 
elementary schooling for Dewey. 
The result of progressive education, according to Dewey, 
was to be citizens who could solve problems, formulate 
purposes and pursue them, and contribute intelligently to a 
changing (improving) social order. 
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Comparison of Cultural Transmission, Romantic and 
Progressive/Developmental Views of Education 
These three views are probably best understood when we 
compare and contrast them. The following discussion is 
based largely on Kohlberg 4 Mayer (1972). In the most 
general terms, the cultural transmission view is 
society-centered. seeking to preserve and pass on the 
knowledge, truth, and goodness of the culture so that 
society will continue and prosper. The education of the 
young is seen primarily as the means of achieving this 
legitimate goal of the society. It stresses the importance 
of students learning the rules and being prepared to meet 
the demands of society. The romantic view is 
chiId-centered. It seeks the happiness of the child and 
stresses the importance of the freedom of the child - of the 
natural development of the child’s spontaneous impulses 
unhindered by the constraints or demands of society. It 
assumes that society will need to change in order to provide 
the conditions which allow each individual to develop in 
accordance with his or her own innate destiny. Thus the 
cultural transmissionist would have the child change to suit 
society , while the romantic would have the society change 
to suit the child. The progressive/developmentalist view is 
essentially interactionist. It sees the child developing 
through interaction with the society/environment. This 
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interaction shapes the development of the child, assisting 
the child to move through a specific universal sequence of 
developmental stages. As the child grows and takes a role 
in society (whether the society of the elementary school or 
of the wider world) the child also helps to shape the 
society. 
Perhaps a metaphor for each of the schools will further 
elucidate the differences among them. An appropriate 
metaphor for the cultural transmission view is to see the 
student as a machine, or computer. The learning process is 
a matter of taking in inputs which exist in final form 
outside the learner and storing them until they are needed 
as outputs. At all except the highest levels of learning, 
the ideal is that the outputs should be the same as the 
inputs. Learning is seen as environmentally determined 
and proceeds on the basis of repeating, elaborating and 
rewarding correct responses. 
For the romantic, the child is seen as a seed or a 
plant. This is a maturationist view which sees development 
as driven from within. The role of the environment is to 
nurture. Water and soil are needed, but do not change the 
kind of plant which grows. Environment is important however 
because of the potential for stunting or arresting the 
development of the seed through inadequate conditions. 
The developmental metaphor, according to Kohlberg and 
Mayer (1972) "is not material, it is dialectical; it is a 
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model of the progression of ideas in discourse and 
conversation" (p. 456). The learner redefines and 
reorganizes his or her basic universal ideas and thought 
structures as his or her experience confirms or contradicts 
them. These reorganizations occur in a very similar way in 
every learner, according to Piaget’s research, regardless of 
culture, ability, or type of education. They are the result 
of the interaction between the nature of the real world and 
the developing, thinking, human being. They result in each 
learner moving through a sequence of qualitatively different 
stages. In each stage the thinking structures of the 
individual more closely approximate the structures of the 
real, external world. Cultural factors may speed up, slow 
down, or stop this movement through the stages, but cannot 
change the sequence of the stages. Because the learner is 
active in creating these reorganizations, the metaphor is 
not machine, or plant, but rather the learner as 
philosopher/scientist. "Discarding the dichotomy between 
maturation and environmentally determined learning, Piaget 
and Dewey claim that mature thought emerges through a 
process of development that is neither direct biological 
maturation nor direct learning, but rather a reorganization 
of psychological structures resulting from 
organism-environment interactions" (p. 456-457). 
It may be useful to note here a distinction between the 
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stages identified by Piaget, et. al. and those in the 
theories of various maturationist thinkers. The stages of 
Gesell, Freud, and Erikson, while differing in many ways, 
have in common the notion that as the individual grows 
older, he or she moves to the next stage regardless of the 
experiences or reorganization occurring at the previous 
stage. "As a result, education and experience become 
valuable not for movement to a new stage but for healthy or 
successful integration of the concerns of the present stage" 
(Kohlberg and Mayer, 1972, p. 458). This stands in contrast 
to the Piagetian stages through which an individual does not 
move automatically simply by growing older. Piaget sees 
movement to the next stage occurring only when sufficient 
experience and reorganization of cognitive structures have 
occurred to produce the next stage. Thus movement to the 
next higher stage is not inevitable and is the goal of 
education, for the progressive/developmentalist. 
Some Significant Questions 
Should the objectives of education be focused on 
internal states of the learner or on external behavior? The 
cultural transmission view would have us focus on children s 
performance, not in their feeling or thinking process. The 
romantics emphasize inner feelings as most important. The 
progressive attempts to integrate the internal and external 
by attaching great importance to the internal thought 
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processes, while studying them primarily through external 
empirical study. 
Should educators concern themselves primarily with 
providing experiences which will be good for the student in 
the long run, or with seeing that students are interested in 
and enjoying their school activities? Many romantics claim 
that if a learner has an intense, involving, satisfying 
experience, that is good education because it is 
self"actualizing. The progressive would approve of an 
experience only if it contributes to long-term development. 
Dewey maintains that the key is to provide learners with 
experiences which lead them to go on learning. He claims 
that such experiences do arouse interest and enjoyment, but 
that not every experience which learners enjoy carries the 
benefits of contributing to further learning. 
Should educational objectives be the same for every 
student, or should they be different for different 
individuals? The cultural transmissionists tend to 
recommend exactly the same objectives and the same 
curriculum for all students, especially at the elementary 
level, with the possible exception that talented students 
might move more quickly through the established material to 
be learned. The romantics emphasize individual differences 
of all kinds, including interests, and recommend 
individualizing education to fit each unique learner. For 
the progressive, the goal is always development, and 
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movement to the next higher stage. This goal is universal, 
for all students. The means by which it is achieved may be 
different for different individuals. 
Approaches to Values 
Educational practice cannot be determined exclusively 
from either theory or facts about how children learn and 
develop. Educational ideologies inevitably include 
positions about what is good, worthwhile or desirable 
educationally. These are value positions. Means and ends 
are not independent of each other. In education, at least, 
the means used seem to affect the character of the 
individuals who are the product of that education. While 
educators are sometimes advised to let the community 
determine the goals or values of education, this is 
difficult, and often impossible, in practice because what 
the parents, the business community, the local governmental 
structures, the ethnic interest groups, etc. want may be 
different and irreconcilable No consensus exists for the 
educator to implement. Educators must make value choices 
and decisions. Each of these three major streams of 
educational thought has its own approach to value choices. 
Kohlberg and Mayer (1972) describe one common cultural 
transmission ideological position as follows, Since values 
are relative and arbitrary, we might as well take the given 
values of the society as our starting point and advocate 
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adjustment’ to the culture or achievement in it as the 
educational end” (p. 465). ’’Cultural transmission 
ideologies rest on the value premise of social relativism - 
the doctrine that values are relative to, and based upon, 
the standards of the particular culture and cannot be 
questioned or further justified” (p. 468). 
The value relativity of the romantic tends to operate at 
the level of the individual. The position is something like 
this, "Since all values are relative, what right does the 
educator have to chose any values for the student? Let each 
individual student decide for himself or herself what values 
they will prescribe to." In this position the educator 
(A.S. Neill is a good example) holds the value of freedom as 
an ethical principle of the highest order and insists that 
it be applied to everyone, but is unwilling to advocate that 
it be taught to students as a value. 
Kohlberg and Mayer (1972) rest part of their defense of 
Progressivism on the value position of ethical liberalism, 
rejecting value relativism and traditional standards in 
favor of ethical universals (p. 473). These ethical 
principles are defended as principles, not psychological 
facts, or pragmatic means to some end. They include liberty 
and individual rights, justice and equality, democracy, and 
development. Dewey and Kohlberg both maintain that as a 
child engages in the process of critical questioning and 
problem solving and develops higher stages of cognitive 
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functioning, the child moves toward more developmentally 
advanced stages of moral reasoning. In these more advanced 
stages the child chooses the universal ethical principles. 
Kohlberg and Mayer maintain that this is different from the 
educator simply indoctrinating the student with his or her 
values because the student chooses his or her values while 
participating in a democratic process. Kohlberg (1975) sees 
learners as moving through a sequential series of stages of 
moral reasoning which always occur in the same order and are 
not reversible. He provides empirical evidence that this is 
the case. Therefore he avoids the charge that he is simply 
calling moral reasoning that is in agreement with his, "more 
developmentally advanced". Note that this idea of moral 
principles which are to be applied thoughtfully to many 
different situations is different from a set of rules or 
codes of behavior which prescribe exactly what should always 
be done. The progressives seek to develop moral reasoners, 
not good rule followers. Those holding the cultural 
transmission view often maintain, or at least imply, that 
only the most adult, advanced individuals should do moral 
reasoning, and that young students in particular should 
simply follow the rules which have been worked out by 
others. 
Approaches to Defining Educational_Objectives 
Educators seem to have at least three major approaches 
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to goals, particularly in the area of the personal 
development of students. One is to ask what will help a 
student be successful in later life or will help the student 
contribute to the success of the society. This comes 
primarily from the cultural transmission ideology and is 
labeled the "prediction of success or industrial psychology" 
strategy by Kohlberg and Mayer (1972, p. 476). A second is 
to ask what are the characteristics of a well-adjusted, 
healthy, full—functioning adult. This comes primarily from 
the romantic ideology and is labeled the "bag of virtues or 
desirable trait" strategy. The third is the 
"progressive/developmental/philosophic" strategy which sees 
the full development of the individual both cognitivly and 
morally leading to more desirable states of functioning and 
therefore seeks to foster the fullest possible development 
of each student. 
One of the difficulties with the prediction of success 
strategy is that we don’t know very much about what sort of 
education does contribute to later success. In terms of 
future job success, for example, high school dropouts do as 
well as graduates who do not go to college and college 
graduates with poor grades do as well as those with good 
grades (Jencks, C., et al., 1972). According to Kohlberg 
and Mayer (1972, p. 482) "early elementary achievement does 
not predict to later achievement any better than does I.Q. 
alone". "Achievement tests also fail to predict success in 
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later life; in fact, longitudinal studies indicate that 
school achievement predicts to nothing of value other than 
itself." 
A further difficulty, despite the intuitive appeal of 
this approach, is that it gives us little or no help in 
determining what kind of success to use as a criterion: 
income, satisfaction in marriage, civic participation, 
etc.? Therefore it leaves unanswered the very question we 
were trying to answer, what are appropriate educational 
objectives? 
Several problems exist with the bag of virtues 
strategy. One is the difficulty getting agreement among 
educators on what is desirable. While one may want 
spontaneity, another may want self-discipline. While both 
may sound desirable, the advocates of each may be looking 
for very different behavior from young children. Thus this 
strategy ends up often not providing much guidance for 
choosing among traits nor for establishing any kind of 
consistent practice even if traits can be agreed upon. 
Secondly, traits tend not to be stable fixed attributes of 
an individual. The child who is honest in one situation may 
not be in another. Thirdly, from a psychological point of 
view, efforts to develop a trait in young children which is 
seen as desirable in adults may be inappropriate. It may be 
the child who is allowed a healthy dependency when young who 
is able to grow up to be the most secure, independent adult. 
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The developmental/progressive approach involves a 
synthesis of logical, philosophical, and empirical methods. 
Using logic and philosophy they define what they mean by a 
more advanced stage of cognitive or moral reasoning - that 
is reasoning which is more differentiated and integrated and 
which resolves problems which cannot be resolved by 
reasoning at a less advanced stage. Empirically they 
demonstrate that both cognitive and moral development 
proceed in stages which move from less advanced to more 
advanced stages whose sequence is fixed and which are 
irreversible. Furthermore, individuals do not automatically 
develop to the most advanced stage, and experiences do play 
a role in helping individuals continue to develop (i.e. move 
through the stages). This happy coincidence of development 
leading to more desirable cognitive and moral reasoning 
provides the basis for their establishing development as the 
aim of education. 
While the progressive/developmentalists have a specific 
notion of development, namely the development of reasoning 
structures which are universal such as the stages identified 
by Piaget, they also endorse the learning of other 
information and skills which are not universal or part of 
basic thinking structures. Learning to read, for instance, 
they see as important not because it fits their definition 
of a developmental change, but because it makes a great 
contribution to further cognitive, social and aesthetic 
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development (Kohlberg & Mayer, p. 487). 
Kohlberg and Mayer (1972) distinguish between 
development and acceleration of development. Noting that 
many individuals fail to attain the higher stages of logical 
and moral reasoning they write, "the aim of the 
developmental educator is not the acceleration of 
development but the eventual adult attainment of the highest 
stage. In this sense, the developmentalist is not 
interested in stage-acceleration, but in avoiding stage 
retardation" (p. 489). 
When a learner begins to reason at a higher cognitive 
stage than previously, he or she does not use the higher 
stage logic in all situations. The developmentalists 
therefore advocate that an important educational goal is 
what Piaget calls the "horizontal decalage" of a stage - 
"its spread or generalization across the range of basic 
physical and social action, concepts and objects to which 
the stage potentially applies" (Kohlberg &. Mayer, 1972, p. 
490) . 
Summary of Educational Philosophies 
These three major streams of thought have dominated 
educational philosophy in the United States in the twentieth 
Proponents of the cultural transmission view century. 
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emphasize the passing on of traditional academic 
disciplines; the romantics emphasize freedom for the 
individual; and the progressive/developmentalists emphasize 
assisting learners to take their next developmental step in 
becoming increasingly effective problem solvers. Each of 
these views has had major impact on the practice of 
schooling in this country. Taken together they represent 
the historical background for contemporary discussions of 
the goals of schooling. 
Section Two 
Contemporary Recommendations 
Each period in modern United States history has spawned 
a literature filled with recommendations for educational 
reform, for improving schools. Periods of economic or 
cultural crisis usually bring forth renewed attention to 
education. The 1980’s have seen the production of numerous 
commission reports, studies, books, etc. all detailing 
problems in our contemporary educational institutions and 
recommending reforms. This recent focus on education has 
been given special impetus by many forces, including the 
decline of the preeminence of the United States in 
international economic competition, continued concern over 
our competitive position vis a vis the Soviet Union in 
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military and space technology, disillusionment over the 
failure of schools to realize the dreams of the movement for 
racial equality, widespread awareness of the pace of 
technological change evidenced by the computerization of 
almost every sector of economy, continued high rates of 
unemployment, increased political power on the part of 
teachers’ unions and associations, and the recession of 
1980-83. 
In the current literature there is frequently a mixing 
of ideas from the progressive/developmentalist view and the 
cultural transmission view. The romantic view, on the other 
hand, is almost entirely ignored. This is a major change 
from the literature of the late 1960’s and early 1970’s when 
the romantic view was a dominant view in much of the 
educational literature. The Marxist perspective has made a 
significant contribution in the last decade and a half, but 
continues to get little attention in the mainstream 
literature. 
This section provides some brief summaries of recent 
publications which have gained widespread attention, then 
goes on to a discussion of the goal recommendations of these 
publications as well as those of other recent educational 
literature. 
"A Nation At Risk: The Imperative for Educational 
Reform" was produced by The National Commission on 
Excellence in Education (1983) which was appointed by the 
41 
Secretary of Education to prepare a report on the quality of 
education in the United States. The Commission was composed 
primarily of educators. The "risk" which they identify is 
primarily that of the United States losing its competitive 
position in the world (primarily economically and 
technologically) because of the poor quality of education 
being provided in our country. They make many 
recommendations, but most center around raising expectations 
for students and teachers, increasing academic content in 
the curriculum, and having students spend more time on 
education. 
"Making the Grade" is the report of the Twentieth 
Century Fund Task Force on Federal Elementary and Secondary 
Educational Policy (1983). Again the task force was made up 
primarily of educators. They advocate a strong federal role 
in guiding education. 
"Action For Excellence: A Comprehensive Plan to Improve 
Our Nation’s Schools" is a report from the Task Force on 
Education for Economic Growth of the Education Commission of 
the States (1983). This task force included many elected 
officials and business and labor leaders as well as 
educators. Among their recommendations is the proposal that 
all state governments get involved in taking initiative to 
improve education. They also recommend partnerships between 
businesses and schools. 
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"The Paideia Proposal: An Educational Manifesto" was 
written by Mortimer J. Adler (1982) on behalf of the members 
of the Paideia Group, a group composed primarily of 
educators. It advocates that all students in grades 1 to 12 
be required to take the same general, liberal arts 
curriculum and that all tracking and vocational education be 
eliminated until after grade twelve. 
A Place Called School: Prospects for the Future, by John 
I. Goodlad (1984), summarizes the findings and some of the 
author's reactions from the massive "A Study of Schooling". 
This was an eight year study of 38 representative schools 
from across the country, which involved both questionnaire, 
interview, and direct observation data. Goodlad decries the 
shallowness and sameness of what goes on in classrooms as 
well as the inequity in the quality of education provided to 
different students. 
In An Education of Value, Lazerson, McLaughlin, 
McPherson, and Bailey (1985), provide a summary of recent 
educational "fads". The 1950's saw many curriculum reform 
projects emphasizing curriculum for the most academically 
able students. Major stimulation for these came from a 
national demand that we educate more top-flight scientists 
to enable us to compete with the Soviet Union in space and 
elsewhere. In the 1960’s as the civil rights movement grew, 
the emphasis shifted to providing compensatory education, 
with the emphasis on equality of education rather than on 
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excellence. In 1965 Congress passed the Elementary and 
Secondary Education Act providing significant federal aid to 
education, especially for the education of disadvantaged 
students. Vice President Hubert Humphrey told a White House 
Conference on Education in 1965 that the United States would 
go down in history as the nation that used its educational 
system to deal successfully with the problems of poverty, 
unemployment, crime and violence, urban decay, and world 
peace (reported in Goodlad, 1979, p. 1). In the mid-1970’s 
emphasis shifted again, this time focusing on "basic skills" 
and mastery of minimum competencies by all students, as 
measured by test scores. In the 1980’s the call is for 
"excellence" and ideas abound about what it is and how to 
achieve it. 
"First Lessons: A Report on Elementary Education in 
America" by U. S. Secretary of Education William Bennett 
(1986) is, according to him, the first major national report 
on the condition of elementary education since 1953. He 
underscores the importance and magnitude of elementary 
schooling in the United States. "This year alone [1986], in 
80,000 elementary schools across the United States, 31 
million boys and girls will be taught by 1.45 million 
teachers" (p. 1). Even more than any of the other recent 
publications mentioned, it falls squarely within the 
cultural transmission stream of thinking about schools. 
Bennett devotes the bulk of his attention to the subject 
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matter content which he feels should be taught in elementary 
schools. In addition to the commonly taught subjects, he 
includes foreign languages and computers. He emphasizes 
preparing students for citizenship and integrating them into 
society. "The principal goals of elementary education are 
to build for every child a strong foundation for further 
education, for democratic citizenship, and for eventual 
entry into responsible adulthood" (p. 1-2). 
* * * 
Schools serve both the society at large and the 
individual students who attend them. Just as society is in 
some sense a summation of the individuals in it and their 
shared culture, so the interests of society in schooling are 
served by the collective result schools have on individual 
students. Nonetheless, a somewhat different perspective on 
the goals of schooling is obtained depending on whether one 
looks at society-centered goals, or at goals for individual 
students. The sections that follow will look first at some 
societal goals which the recent literature recommends that 
schooling serve, and then at recommendations focusing on the 
schooling of individual students. 
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Society Centered Goals 
Economic Prosperity 
Schools are essential to the economic well-being of 
society in the contemporary era. We depend on schools to 
provide a significant portion of the education and training 
that scientists, workers, leaders, etc. will need to run our 
economy and create technological progress. If schools are 
doing their job poorly, as many believe they are, then that 
has serious implications for the potential economic success 
of the nation. The National Commission on Excellence in 
Education (1983, p. 5) writes, "Our Nation is at risk. Our 
once unchallenged preeminence in commerce, industry, 
science, and technological innovation is being overtaken by 
competitors throughout the world.” The Task Force on 
Education for Economic Growth (1983, p. 18) writes, "It is 
our judgement that a high general level of education is 
perhaps the most important key to economic growth." 
Military Security 
Similarly, schools are seen as essential to our military 
security as a nation. Technological progress is assumed to 
be key to maintaining a military force which will keep our 
country safe, and one of the key functions perceived for 
schools is that they provide the education and training to 
students so that as those students become adults, they will 
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research, design, and implement such a force. It is also 
argued that every way in which schools contribute to our 
national character and productivity is important to our 
national security. Dwight Eisenhower said, "Our schools are 
strong points in our national defense, more important than 
Nike batteries, more necessary than our radar warning nets, 
and more powerful even than the energy of the atom" (quoted 
in Sava, 1986, p. 68). 
Citizenship in a Democratic Society 
Schools have long been seen as essential to preparing 
the citizens of the United States for participation in 
democratic government. Thomas Jefferson wrote of it early 
in the history of our country. "I know of no safe 
depository of the ultimate powers of the society but the 
people themselves; and if we think them not enlightened 
enough to exercise their control with a wholesome 
discretion, the remedy is not to take it from them but to 
inform their discretion" (Quoted in National Commission on 
Excellence in Education, 1983, p. 7). Adler (1982) writes, 
"The reason why universal suffrage in a true democracy calls 
for universal public schooling is that the former without 
the later produces an ignorant electorate and amounts to a 
travesty of democratic institutions and processes" (p. 17). 
Lazerson et. al. (1985) put it this way. 
Democratic citizenship requires the sensitivities and 
sensibilities to assess, weigh, analyze, and reach 
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conclusions about, public and private issues and to act 
on them. The educational system’s obligation is to 
provide youths with the knowledge, attitudes, and 
skills that will lead to their full participation in 
democratic life .... (p. 60-61) 
Quality of Society 
Schools are also expected to prepare students to live in 
society with each other. "Our concern goes well beyond 
matters such as industry and commerce. It also includes the 
intellectual, moral, and spiritual strengths of our people 
which knit together the very fabric of our society" 
(National Commission on Excellence in Education, 1983, p. 
7). This goal will be explored in greater depth in later 
sections in the discussion of goals for students. 
Social Equity 
From the very beginnings of the common school movement, 
through the proclamation of the "Great Society" in the 
1960’s, and in the current literature, schools are promoted 
as institutions that will help the United States achieve 
greater equity among all members of society. Quality 
schools for all students are advocated and the goal of 
achieving greater equity is also widely addressed through 
compensatory education. As illustrated by the Chapter I 
program, additional educational resources are devoted to 
those students with impoverished backgrounds and low 
achievement levels. The goal is for schools to compensate 
for the inequities of society. (Minter, 1982) 
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Goodlad (1984) reports extensive data detailing the 
differences among the amounts of time students spend on 
academic tasks in different schools. But he, and many other 
contemporary writers (Adler, 1982; Lazerson, et. al. 1985; 
Sinclair, 1986), are more concerned about the effect of 
tracking in perpetuating inequity. Adler (1982) argues that 
the current system of tracking which separates students into 
high, middle and low, or academic, commercial, and 
vocational, tracks prepares some only for toil and others 
for further learning, leadership, and opportunities which 
should be open to all. He wants a single-track public 
school system. These authors maintain that there is 
increasing evidence that students in the lower tracks are 
not simply taught differently or more slowly, but are 
actually denied access to much of the content and thinking 
skills that are available in the upper tracks. They are 
denied the skills which might enable them to adapt to 
changing conditions in the job market of the future. 
Another approach to increasing social/economic equality 
through the schools is taken by those who see the continued 
presence of oppressive attitudes held by most members of the 
society toward members of many groups in our society as the 
bulwark that holds inequality in place. Weissglass (1980, 
1984) sees oppressive attitudes and misinformation about 
oppressed groups still taught and accepted in schools. 
These practices limit the potential for learning, for 
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gaining an accurate picture of reality, and for full 
development for both the members of the oppressed groups and 
those in the role of agent of oppression. "Schools can and 
must become a force for liberation", writes Weissglass 
(1979, p. 1). He would have schools promote equality with 
regard to blacks, for instance, by having schools teach 
accurate information and attitudes of full respect toward 
blacks to all non-blacks, and teach pride and self-respect 
to blacks, while giving them full access to quality 
education. With the barriers of oppression (both oppression 
being imposed at the present time from the outside and that 
already internalized by members of oppressed groups) out of 
the way, he argues, equal quality education for all would 
become possible. 
Marxist Analysis of Education 
The most far-reaching view of society-centered goals for 
schooling comes from a Marxist analysis of education. A 
Marxist view of education has been articulated within the 
last decade or two (Bowles and Gintis, 1976; Sarup, 1978; 
Carnoy & Levin, 1976; Weissglass, 1979, 1980; and others). 
The description of the Marxist position which follows is 
taken primarily from Bowles &. Gintis. These authors 
maintain that schools have three major functions: 
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integrative, egalitarian, and developmental. The 
integrative function is to prepare youth to take their place 
in society. The egalitarian function of schools is 
expressed in two different ways, either to make society more 
equal, reducing the disparity in income, power, etc. among 
the different members of society, or alternatively, to at 
least provide equal opportunity to all members of society to 
achieve wealth, power, status, etc. The developmental 
function is to assist all individuals to develop themselves 
personally as fully as possible, with regard to intellect, 
interests, social relations, etc.. 
They then ask two questions about these three 
functions. Are these functions compatible? Are schools 
capable of performing these functions? They argue that 
because of the nature of our present capitalist 
society/economy the answer to both questions is "no". 
Before the onset of capitalism, society was structured 
so that the vast majority of people were dependent both 
personally and economically. Their lives were prescribed 
for them in large measure by those with power over them. In 
the current era, capitalism has replaced most forms of 
personal dependency with a system of formal political and 
legal equality. In the economic sphere, however, dependency 
is still the rule. Almost everyone who works, takes orders 
in an organization over which he or she has no control and 
the vast majority of people are dependent upon such 
organizations for their income. 
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Schools function to perpetuate a class system based on 
economic dependence. 
"The educational system operates in this manner not so 
much through the conscious intentions of teachers and 
administrators in their day-to-day activities, but 
through a close correspondence between the social 
relationships which govern personal interaction in the 
work place and the social relationships of the 
educational system. Specifically, the relationships of 
authority and control between administrators and 
teachers, teachers and students, students and students, 
and students and their work replicate the hierarchical 
division of labor which dominates the work place." 
(Bowles & Gintis, 1976, p. 11-12) 
Schools prepare individuals to relate to each other 
hierarchically with regard to social class, racial and 
sexual identification rather than equally. Schools rank 
students, certifying some as "winners" and some as 
"losers". Schools also create a surplus of skilled labor so 
that employers are in a position to discipline labor by 
firing those who do not accept their role. 
These authors’ position is that the egalitarian and 
developmental functions of schools are being thwarted by the 
role schools are playing in integrating students into the 
undemocratic economic sphere. Furthermore they argue that 
this is inevitable as long as the present undemocratic, 
class relations continue in the economy. They provide 
extensive evidence that despite years of very conscious 
efforts by schools to promote equality in our society, that 
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schools have failed to have any significant impact on 
eliminating inequality. Power and wealth in the United 
States are far more dependent on family background than on 
any measure of school achievement. Even though education is 
provided more equally to blacks and whites and males and 
females, for example, than it was earlier in our history, 
there has not been a corresponding equalization of income. 
Educational reformers, from Horace Mann to John Dewey, 
to the U.S. Congress of the 1960’s, have believed that 
society could be changed and improved by improving the 
schools. Capitalism is the limiting factor in school reform 
and capitalism itself must be changed if schools are ever to 
be able to fulfill all three functions and the dreams of 
school reformers are to be realized. The alternative to 
capitalism which Bowles & Gintis propose, "socialist 
democracy, represents in its simplest form the elimination 
of class rule and material dependency through the extension 
of democracy to the governance of economic affairs from the 
production unit level to national economic policy and 
planning" (1976, p. ix). 
Such a revolutionary transformation of economic life 
will require action on many fronts including the educational 
system. What is needed according to Bowles and Gintis is 
"an educational environment in which youth can develop 
the capacity and commitment collectively to control 
their lives and regulate their social interactions with 
a sense of equality, reciprocity, and communality. Not 
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that such an environment will of itself alter the 
quality of social life. Rather, that it will nurture a 
new generation of workers- white and blue collar, male 
and female, black, white, brown, and red - unwilling to 
submit to the fragmented relationships of dominance and 
subordinations prevailing in economic life." (1976, d 
14) * P 
Goals for Students 
Vocational Goals 
"By the early 1950’s, vocational goals had become the 
dominant justification for public schooling. School 
attendance meant economic returns" (Lazerson, et al. , 1985, 
p. 21). This was not always the case. During the previous 
100 years or so, the development of common values and 
preparation for participation in democracy dominated the 
discussion of the goals of schooling. Presently, however, it 
is thoroughly accepted that a certain number of years in 
school is a prerequisite for most jobs and widely thought 
that the skills, knowledge, and attitudes learned in school 
are necessary for success in most jobs. 
One of the significant contemporary debates about the 
goals of schooling is about whether schools should train 
students for specific specialized jobs, or should provide 
the general education that will be needed in most jobs, 
leaving specific training to businesses and other 
post-secondary school institutions. Adler (1982, p. 17) 
takes a strong stand that the twelve years of basic 
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schooling must prepare students to earn a living, "not by 
training them for one or another particular job in our 
industrial economy, but by giving them the basic skills that 
are common to all work in a a society such as ours." 
On the other hand, students from many elementary schools 
in Massachusetts, for example, become eligible at age 14 to 
attend a vocational-technical school where they are taught 
skills for specific occupations and other learning is 
subordinated to job-training. While both Adler and the 
proponents of vocational-technical schools agree that public 
schools should prepare students to be able to earn a living, 
they represent different notions of the goals of schooling. 
Lest one think this debate is relevant to the goals of 
secondary, not elementary schooling, this researcher has 
frequently heard classroom teachers discussing students as 
young as ten years old, assuming that they would go to the 
vocational school and recommending that they give up on 
"education" and begin "job-training" as soon as possible. 
The structure of schooling at the secondary level profoundly 
affects the practices and ways of thinking about schooling 
at the elementary level. 
Life-long Learners 
For Dewey one of the key criteria of the value of an 
educational experience was whether it contributed to further 
learning. This value is frequently reaffirmed in the 
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contemporary literature. The National Commission on 
Excellence in Education (1983) calls for the creation of a 
"Learning Society" in which learning goes on from childhood 
throughout adult life in many places beyond schools and 
colleges. The Commission writes, "In our view, formal 
schooling in youth is the essential foundation for learning 
throughout one’s life. But without life-long learning, 
one’s skills will become rapidly dated" (p. 14). They 
suggest that this emphasis would mean a significant change 
from the current emphasis on the minimum requirements to 
complete various levels of schooling. They indicate that 
"in some metropolitan areas basic literacy has become the 
goal rather than the starting point" (p. 14). 
Adler (1982) writes, "Schooling that does not prepare 
the individual for further learning has failed, no matter 
what else it succeeds in doing" (p. 11). "The ultimate goal 
of the educational process is to help human beings become 
educated persons. Schooling is the preparatory stage; it 
forms the habit of learning and provides the means for 
continuing to learn after all schooling is completed 
(p. 10 ) . 
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Social. Civic, and Cultural Goals 
Character development 
Until relatively recently, the essential purpose of 
education was the transmitting of moral values to the young. 
(Lazerson, et. al., 1985; Wynne, 1986) 
The transmission of moral values has been the dominant 
educational concern of most cultures throughout 
history. Most educational systems have been 
simultaneously concerned with the transmission of 
cognitive knowledge - skills, information, and 
techniques of intellectual analysis- but these 
admittedly important educational aims, have rarely been 
given priority over moral education." (Wynne, 1986, p. 
4) 
It is only relatively recently (since the early 1950’s) that 
"American education substantially disassociated itself from 
what may be called the great tradition in education: the 
deliberate transmission of moral values to students" (p. 4). 
Goodlad maintains that character development has 
continued to be a major goal of schooling and includes 
developing a commitment to truth and values, developing 
moral integrity, and developing an understanding of the 
necessity for moral conduct, among his goals for schools 
(1984, p. 54). Wynne, however, calls for a return to that 
"great tradition" with schools indoctrinating students so 
their conduct conforms to traditional moral values such as 
telling the truth, being polite, and obeying traditional 
authority. He argues that "on the whole, school is and 
should and must be inherently indoctrinative" (1986, p. 9). 
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Beane (1986) on the other hand, calls such an approach 
absolutist” and hold that "indoctrination of absolutist 
ideas is antithetical to the purposes of public schools" (p. 
30). He advocates instead, a developmental approach which 
encourages a process of continuous questioning of beliefs, 
which he sees as much more consistent with the "civil rights 
guaranteed in our democratic society" (p. 30). 
One of the key issues here is whether the goal of 
schooling should be to produce moral conduct in students, or 
moral reasoning. For Wynne and Walberg (1986) character 
development by definition "involves engaging in morally 
relevant conduct or words or refraining from certain conduct 
or words" (p. 15). Paske (1986) and Primack (1986) respond 
that indoctrination to specific conduct fails to prepare 
students to deal with a great many situations in which moral 
decisions must be made. "Developmentalists are also 
concerned with conduct. They recognize, however, that true 
moral behavior rests on sound principles and dispositions 
and is not solely a conditioned reflex" (Lockwood, 1986, p. 
10). "What is appropriate is for schools to teach the 
application of critical thinking to moral problems in the 
appropriate context" (Primack, 1986, p. 13). 
People will be better prepared to act in accord with 
their beliefs if they have considered the alternatives 
and developed a sound rationale for their positions. ... 
Because our society needs people who are both ethical 
and rational, committed and objective, schools must do 
more than indoctrinate their students; they must teach 
them to think for themselves." (Brandt, 1986, p. 3) 
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According to Kohlberg (1975) schools should help 
students develop their moral reasoning to qualitatively 
higher levels. His research shows that moral reasoning goes 
through developmental stages, similar to Piaget’s cognitive 
stages. More significant for him than the specific behavior 
or conduct an individual engages in, is the type of 
reasoning with which one decides or justifies a course of 
action when confronted with a moral decision. His research 
suggests that individuals progressing from lower stages of 
moral reasoning to higher ones in an invariant sequence. 
For example, basing one’s actions on fear of punishment is 
an example of moral reasoning at a low stage, whereas basing 
one’s actions on maintaining the social compact is an 
example of reasoning at a much higher stage. The majority 
of one’s moral reasoning at any given time all occurs at the 
same stage. An individual’s development may become arrested 
at any stage, and most individuals don’t reach the highest 
stage. Kohlberg believes that schools can and should assist 
students to progress to higher and higher stages of moral 
reasoning. 
Lockwood (1986) suggests that there are some 
preconditions for effective moral education - an orderly 
environment, common courtesy, etc.. These attributes of 
behavior must be established before discourse about moral 
reasoning can occur, and perhaps some indoctrination and 
conformity to externally imposed standards is appropriate in 
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establishing them. Lockwood accuses Wynne of stopping at 
these preconditions - seeing them as the goal rather than as 
a preliminary step to the real goal of helping students 
learn to analyze, exercise judgement, and reason justly. 
Interpersonal understandings 
Those who see the United States as a pluralistic society 
in which differences among people should be valued and 
preserved want schools to teach that view of society. 
"Schools should help children to understand, appreciate, and 
value persons belonging to social, cultural, and ethnic 
groups different from their own and thus to increase 
affiliation and decrease alienation." (Goodlad, 1984, p. 
53) Many see the development of this sort of understanding 
essential to such goals as racial harmony, enabling 
employees of different backgrounds to work productively side 
by side, living in the midst of changing family structures, 
international peace, etc.. 
Others believe it is harmful for students to be exposed 
to ideas and values other than traditional (usually 
fundamentalist) Christian values and beliefs. They see the 
United States as a Christian nation and believe that schools 
should teach the values held by the dominant group in the 
society. They would have public schools adopt the 
monolithic practices of indoctrination now practiced at some 
sectarian schools (Peshkin, 1986). This position is 
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illustrated in a 1986 lawsuit against the public schools of 
Hawkins County, Tennessee over their use of a standard 
reading textbook which contained material allegedly 
offensive to the plaintiff s Christian faith — showing boys 
cooking, stating that language makes us human, and raising 
the question of whether it is ever right to lie in order to 
protect someone (Sanders, 1986, p. 68). 
Citizenship participation 
This issue has been discussed as a society-centered 
goal. In order to participate fully with a sense of 
competence and understanding as adults, students will need 
to develop historical perspective, knowledge about 
government and about many issues facing society, commitment 
to democratic values, etc.. Goodlad (1984) found state 
boards of education throughout the United States advocating 
goals with regard to citizenship participation which involve 
not simply teaching knowledge or understanding, but 
affecting future behavior. "A democracy can survive only by 
the participation of its members. Schools are expected to 
generate such participation" (p. 54). 
Enculturation 
Schools should help students develop an understanding of 
the language, values, traditions, and heritage of the 
society of which they are members. (National Commission on 
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Excellence in Education, 1983; Goodlad, 1984). There is 
some general consensus that this is an appropriate goal for 
schools. Disagreement arises, however, about whether 
schools should also play a role in helping students to 
maintain and develop their understanding of various 
sub-cultures of which they are members. Should schools help 
immigrant children maintain their native language if it is 
not English, for instance? 
The Twentieth Century Fund Task Force on Federal 
Elementary and Secondary Education Policy recommends that 
"the federal government clearly state that the most 
important objective of elementary and secondary education in 
the United States is the development of literacy in the 
English language" and that "federal funds now going to 
bilingual programs be used to teach non-English-speaking 
children how to speak, read, and write English" (1983, p. 
11-12). In that same report, one member of the Task Force, 
Hortas, while agreeing with the importance of every student 
becoming proficient in English in order to function in our 
society, dissents from the report with the following 
comment: 
Nonetheless, bilingual programs in which children are 
taught in English and in their native language are 
essential if we are to provide a healthy learning 
environment for children of limited English ability. 
...The academic achievements of children of limited 
English-speaking ability will be significantly greater 
if the child’s first language skills are maintained and 
improved." (p. 12) 
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At the same time( the Task Force recommends that every 
student have the opportunity to acquire proficiency in a 
second language and several members specifically indicated 
that study of a foreign language should begin in elementary 
school, pointing out that this is standard educational 
practice in virtually all other developed countries in the 
world. 
Academic Goals 
Goodlad (1984) proposes a list of academic goals for 
schooling in the United States. He includes learning to 
read, write, and handle basic arithmetical operations; to 
acquire and communicate ideas through reading, listening, 
writing and speaking; to use mathematical concepts; to 
utilize available sources of information; to think 
rationally and solve problems; to use and evaluate 
knowledge; accumulating a general fund of knowledge; and 
developing an understanding of change in society (p. 51-52). 
Adler's list is similar. 
Acquisition of organized knowledge ... in three areas of 
subject matter: language, literature and the fine arts; 
mathematics and natural science; and history, geography 
and social studies. Development of intellectual skills 
- skills of learning ... in the operations of reading, 
writing, speaking, listening; calculating, problem 
solving, observing, measuring, estimating; and 
exercising critical judgement. Enlarged understanding 
of ideas and values. (1982, p. 23) 
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The National Commission on Excellence in Education 
(1983 ) states, 
The curriculum in the crucial eight grades leading to 
the high school years should be specifically designed to 
provide a sound base for study in those and later years 
in such areas as English language development and 
writing, computational and problem solving skills, 
science, social studies, foreign language, and the 
arts. These years should foster an enthusiasm for 
learning and the development of the individual's gifts 
and talents, (p. 26-27) 
Critical thinking 
While there is general consensus that the traditional 
subject areas should be taught in the elementary grades, 
there is also considerable discussion about teaching 
critical thinking. Brandt (1984, p. 3) identifies three 
distinct areas of emphasis in teaching thinking. First, is 
what good teachers have probably always tried to do, "to 
teach academic content in a way that strengthens students’ 
cognitive abilities". Second, is the focus of some recently 
developed programs, to give "deliberate attention to 
particular mental skills as the primary aim of 
instruction". Students are taught basic mental operations 
and critical thinking skills such as "testing for inferences 
that explicitly do or do not follow, for recognition of 
assumptions and clear-cut contradictions, for initial 
formulations of reasons to support conclusions, for 
consideration of evidence rather than reliance on authority" 
(Paul, 1984, p. 7). Third, "there is also increasing 
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interest in teaching about thinking: helping students become 
more conscious of their own mental processes. Capable 
problem solvers possess metacognitive skills: they know what 
they know and what they need to know; they can monitor their 
own thinking" (Brandt, 1984, p. 3). 
Paul (1984) calls critical thinking "fundamental to 
education for a free society". He makes a distinction 
between two different conceptions of critical thinking 
skills. 
Conceived of in a weak sense, critical thinking skills 
are understood as a set of discrete micro-logical skills 
ultimately extrinsic to the character of the person; 
skills that can be tacked on to other learning. In the 
strong sense, critical thinking skills are understood as 
a set of integrated macro-logical skills ultimately 
intrinsic to the character of the person and to insight 
into one’s own cognitive and affective processes." (p. 
5) 
Both are important. He also distinguishes between the 
logic of technical problems (involving a narrowly defined 
scope or specialized discipline, established assumptions and 
procedures, and a tendency to attend only to what is 
quantifiable) where problem solving is a matter of posing a 
problem and moving through a series of operations to an 
answer; and dialectical thinking, where problem solving has 
no technical fail-safe path, but involves considering 
conflicting points of view and dealing with real-life 
problems which are logically "messy". 
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The teaching of technical critical thinking skills is 
consistent with either an "indoctrinating" view of schooling 
or a "developmental/liberating" view of schooling. Paul 
(1984) describes the indoctrinating view as believing that 
the task of the schools is that of passing on our ways 
of thinking to children, exposing them to all the 
reasons why we are right and superior and unquestionable 
and, at the same time, developing technical abilities 
and technological power to defend (enforce) our views. 
The school’s task, in short, is to inculcate cultural 
patriotism and facilitate vocational training." (p. 9) 
Teaching dialectical thinking, which is what Paul (1984) 
himself advocates, is consistent only with an emancipator 
view of education. Dialectical thinking is what is called 
for in the humanities and social sciences. It involves 
questions where there are alternative systems of ideas or 
competing viewpoints. A good dialectical thinker can think 
back and forth between opposing views or lines of reasoning 
and use them to critically examine each other. He or she is 
able to transcend egocentricity and ethnocentricity and 
enter into someone else’s point of view. Only such a 
thinker can truly become "intellectually, emotionally, and 
morally autonomous" (p« 12). "Dialectical thought is the 
master-principle of all rational experience and human 
emancipation," and is the "fundamental task and ultimate 
justification for public education" (p. 14). 
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Personal Goals 
Most of the official statements of educational goals of 
the fifty states in the United States include some mention 
of developing emotional and physical well-being. "Emotional 
stability and the physical fitness of the student are 
perceived in state goals as necessary conditions for 
attaining the other objectives. But physical well-being, 
emotional sensitivity, and realistic acceptance of self and 
others also are ends in themselves" (Goodlad, 1984, p. 55). 
Development of creativity, and artistic expression and 
appreciation of the arts are all goals recommended for 
schools both for their role in the personal development and 
enrichment of students' lives and for the contributions to 
society which can come from creative people and those who 
enjoy and value the arts (Adler, 1982; Goodlad, 1984; 
Lazerson, et. al., 1985). 
Self-realization was one of the primary educational 
goals of the romantics. It receives little attention in the 
current literature. It is mentioned in connection with 
vocational goals - helping students identify work which is 
meaningful and suitable for them. Goodlad (1984) does 
include such goals as, "Learn to search for meaning in one’s 
activities, and develop a philosophy of life. Develop the 
self-confidence necessary for knowing and confronting one s 
self" (p. 56). Citing the complexity of society and the 
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rapid rate of change in today’s world, he notes that schools 
cannot provide students with everything they will need to 
know. "The only hope for meeting the demands of the future 
is the development of people who are capable of assuming 
responsibility for their own needs" (p. 56). 
Implied Goals 
The foregoing has dwelt almost entirely on what is 
advocated in the literature for goals of schooling. Another 
approach to goals of schooling is to look at the current 
practice of schooling and to identify what goals are 
achieved by our current methods of schooling. This is an 
extensive topic, beyond the scope of this study, but the 
following sample is illustrative. Sirotnik (1983) examines 
some of the data from A Study of Schooling, the same study 
on which Goodlad (1984) reports, and finds numerous 
discrepancies between articulated goals and current 
practices. Only about 5% of the school day in elementary 
school is devoted to social studies, yet developing an 
informed, participating citizenry is one of the major 
recommended goals of schooling. Only about 8% of current 
teaching practices require active involvement on the part of 
learners, and only about 5% of the time are elementary grade 
students given opportunities for decision making, yet it is 
recommended that schools develop individuals capable of the 
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independent, critical thinking and decision making needed to 
solve pressing societal problems. Commenting on the 
so-called "hidden curriculum", Sirotnik writes, "It is but a 
short inferential leap to suggest that we are implicitly 
teaching dependence upon authority, linear thinking, social 
apathy, passive involvement, and hands-off learning" (p. 
29) . 
Summary of Contemporary Recommendations 
A wide range of goals is recommended for schooling 
and/or observed in the current practice of schooling in the 
United States. As the culturally pluralistic nation that we 
are, we want our schools to do everything (including some 
things which are contradictory to each other). We do not 
even have a consensus about whether we should be seeking a 
single view of the goals of schooling or a pluralistic one 
with many options to choose from. Most of the authors who 
write about goals of schooling indicate dissatisfaction with 
the current practice of schooling and want schools and 
teachers to do more to advance the goals that they 
recommend. Many educators hear that dissatisfaction very 
clearly, but tend to hear the message as "work harder and do 
more". This is not helpful to already overburdened, 
and administrators. Most teachers hard-working teachers 
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would benefit if society could provide some clearer 
articulation of priorities for schooling and more integrated 
visions of the mission of schooling, however pluralistic. 
The development of such priorities and vision is a task for 
educational leaders everywhere. This study is designed to 
provide some of the information, about the views currently 
held by parents, teachers, and school committee members, 
that will be needed by those leaders as they seek to develop 
and articulate such visions. 
Section Three 
Surveys of Public Opinion 
This section will review literature from the last ten 
years which reports surveys of public opinion about goals of 
schooling. Special attention is given to surveys of parents 
of elementary school children and of elementary teachers. A 
few studies from before 1976 are included because of their 
particular relevance to the present study. 
Several major national studies have addressed views of 
goals of schooling. Principal among these are the annual 
"Survey of the Public’s Attitudes Toward the Public Schools" 
(Elam, 1984; A. M. Gallup, 1985b; A. M. Gallup & Clark, 
1987; G. H. Gallup, 1984), the "Phi Delta Kappa/Gallup Poll 
of Teachers’ Attitudes Toward the Public Schools (A. M. 
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Gallup, 1985a), and the "Study of Schooling" (Goodlad, 1983, 
1984; Overman 1980). These will each be reviewed in turn, 
followed by other studies of more limited dimensions. 
Gallup Polls of the Public’s Attitudes 1969 - 1987 
Nationwide polls of the public’s attitudes toward the 
public schools have been conducted annually since 1969 by 
the Gallup organization (Elam, 1984; A. M. Gallup, 1985b; A. 
M. Gallup & Clark, 1987; G. H. Gallup, 1984). These polls 
have been of the public at large, and have generally not 
separated data out for parents of elementary school 
students, teachers, or school committee members. In some 
cases data for parents with children in school are reported 
separately, but parents of secondary school students are 
generally included with parents of elementary school 
students. These polls have used personal, in-home 
interviewing in all areas of the United States and in all 
types of communities, with a sample of just over 1500 
respondents in the 1985 poll, for instance. 
The 1984 poll asked the most detailed questions 
specifically about the goals of education (Elam, 1984, 
p. 94-95). In so doing it did not distinguish between 
elementary and secondary education, but asked about the 
goals of education, in general. Gallup asked respondents to 
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rate a list of goals on a scale of zero to ten. He reports 
only the percentage giving each goal the highest possible 
rating. Out of a list of twenty-five goals, the three 
receiving the highest rating from the most respondents were 
"to develop the ability to speak and write correctly" (68%), 
"to develop standards of what is 'right’ and 'wrong’" (64%), 
and "to develop an understanding about different kinds of 
jobs and careers, including their requirements and rewards" 
(56%). 
Twenty of the twenty-five goals were given the highest 
rating, a ten, meaning, "the most important goal - before 
all others", by over 40% of the respondents. This confirms 
Goodlad’s findings (1984) that people want schools to 
accomplish everything. Although the reports of this section 
of the survey separate out the parents of children in public 
school from others, they do not distinguish the responses of 
parents with students in elementary schools from those with 
students in secondary schools. 
There are a number of problems with the questions about 
goals used by Gallup that made the Gallup questionnaire 
inappropriate for use in this study. Certain goals that 
would logically be included in a survey about the goals of 
elementary schools, such as learning to read, are not in the 
list used by Gallup. Furthermore, many of the questions 
violate acceptable academic standards of questionnaire 
construction because they include more than one idea in a 
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single question. For instance, the question, "to develop 
the ability to understand and use computers" poses a problem 
for the respondent who feels that students should learn to 
use computers but should not spend their time trying to 
understand them (or vice versa). He or she agrees with part 
of the statement but not with another part and may therefore 
be at a loss as to how to respond. The reliability of a 
question depends on the question asking about only one thing 
at a time (Selltiz, Wrightsman, & Cook, 1976). 
One of the Gallup questions, "To develop standards of 
what is ’right* and what is ’wrong’", was used in the 
piloted version of the questionnaire developed for this 
study (discussed in Chapter 3). Respondents frequently 
identified it as an unclear question. One respondent 
objected to it, writing, "According to whom?". 
Gallup has included more limited surveys of respondents’ 
views about goals of schooling in other years of the poll. 
In 1972 he asked why people wanted their children to get an 
education (Elam, 1984, p. 11). "To get better jobs" was the 
most frequently mentioned response (44%). To get along 
better with people at all levels of society was a close 
second with 43%. Four years later the poll gave respondents 
a list of qualities "important in the overall development of 
a child” and asked which they thought was most important. 
"Learning to think for oneself" was chosen most often (26%), 
followed by "Ability to get along with others" (23%). "High 
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moral standards" was fourth on the list with only 13% 
choosing it as the most important. "Eagerness to learn" was 
chosen by 11% of the respondents (Elam, 1984, p. 11). 
The 1987 poll asked whether the schools should teach 
"courses in character education to help students develop 
personal values and ethical behavior" (A. M. Gallup & Clark, 
1987, p. 22). Parents of public school students supported 
this by a slight margin with 45% responding in favor and 38% 
preferring parents and churches do the teaching in those 
areas. The inclusion of the word "courses" in the question 
probably led most respondents to think of high schools, but 
there was no distinction made between high schools and 
elementary schools in the survey question. 
The 1981 poll did distinguish between elementary and 
secondary schools in asking respondents’ views of sex 
education (Elam, 1984, p. 36). Seventy per cent felt high 
schools should include sex education in their instructional 
program, while 45% felt elementary schools should. Among 
those who favored sex education in elementary schools, 85% 
felt "the biology of reproduction" should be included in 
that instruction. No other specific topic was endorsed by a 
majority, even of those favoring sex education. By 1987 the 
public’s attitudes had shifted and a majority favored four 
topics for inclusion in sex education at the elementary 
school level: "Teen pregnancy" (87%), "Biology of 
reproduction" (82%), "Venereal disease" (59%), and AIDS 
(58%) (A. M. Gallup & Clark, 1987). 
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One of the other questions in the 1987 poll which asked 
specifically about elementary schools asked whether 
respondents felt the elementary schools give enough 
attention to reading, writing, and arithmetic. While 
respondents with no children in school said "not enough" 
(62%, compared to 21% responding "enough"), parents of 
public school children divided almost evenly on the 
question, with 46% responding "enough" and 47% responding 
"not enough", and 5% volunteering the response "right 
amount". This pattern holds throughout the polls, that 
parents of public school students, in general, have 
significantly higher opinions of those schools than 
respondents with no children in school. 
Gallup has also asked respondents to grade the public 
schools with grades of A,B,C,D, or FAIL. The question has 
been asked about the local schools in every survey since 
1974 and about schools both locally and nationally since 
1981. In 1985 27% of respondents gave public schools 
nationally a grade of A or B. That same year 43% gave their 
local public schools a grade of A or B. When parents of 
public school students were asked to grade the schools their 
children attend, 71% gave a grade of A or B (A. M. Gallup, 
1985b). In 1987 those figures were virtually unchanged from 
1985. Twenty-six per cent gave the public schools 
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nationally a grade of A or B and 43% gave those grades to 
the schools locally (A. M. Gallup & Clark, 1987). 
While the polls have not generally asked respondents to 
grade elementary schools separately, the 1981 poll did ask, 
and 46% of respondents gave the local elementary schools an 
A or a B (as opposed to only 32% giving those grades to the 
local high school) (Elam, 1984). In the same question in 
1987, 52% of the public gave the local elementary schools a 
grade of A or B, an increase of 6% over 1981. When the 
responses of parents of public school students are separated 
out from the public at large, the results are dramatically 
different - 70% gave the local elementary schools and A or a 
B in 1987 (Gallup & Cook, 1987). 
Gallup Poll of Teachers’ Attitudes Toward the Public Schools 
In addition to the annual poll of the public’s attitudes 
toward public schools, in 1984 Gallup conducted a poll of 
public school teachers asking questions similar to those 
asked in the polls of the general public mentioned above (A. 
M. Gallup, 1985a). Questionnaires were mailed to a national 
sample of teachers stratified proportionately by region and 
teaching level. Of these 813 (41%) were returned. 
Telephone sampling of non-respondents indicated that 
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non-respondents closely paralleled respondents in terms of 
both attitudes expressed and demographic characteristics. 
Teachers were asked the same question about the goals of 
education that was asked on the poll of the public’s 
attitudes in 1984. Given a list of 25 possible goals, the 
greatest percentage of teachers gave the highest rating to 
"to help develop good work habits, the ability to organize 
one’s thoughts, the ability to concentrate" (56%), "to 
develop the ability to think - creatively, objectively, 
analytically" (56%), and "to develop the ability to speak 
and write correctly" (55%). Those same goals were ranked 
11th, 10th and 1st, respectively by the public at large. 
The goals which the public ranked 2nd ("to develop standards 
of what is 'right’ and 'wrong’") and 3rd ("to develop an 
understanding about different kinds of jobs and careers, 
including their requirements and rewards") were ranked 10th 
and 17th respectively by the teachers. 
A marked difference between teachers and parents 
appeared in responses to the goal statement about developing 
ability to use computers, with 43 % of the public giving it 
the highest rating, while only 12% of the teachers did so. 
A similar discrepancy occurred in the percentages of each 
group giving "to help students get good/high-paying jobs" 
(teachers 6%, public 48%). 
In grading the public schools in their own community, 
64% of teachers gave them an A or a B (as compared with 42% 
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of the general population and 52% of parents of public 
school students awarding those grades to their local 
schools). When asked to grade their own school, 72% gave it 
a grade of A or B. (This was similar to the percentage of 
parents who gave those grades to the schools their own 
children attended - 71%). 
Of the teachers, 75% thought sex education should be 
included in elementary school, (as compared to 45% of the 
general population). When asked separately about specific 
topic to be taught in sex education in the elementary 
school, only "the biology of reproduction" received 
endorsement by more than half of the teachers (70%). This 
was the same topic endorsed by a majority of the general 
population. 
A Study of Schooling - Goodlad, 1984 
In "A Study of Schooling in the United States", Goodlad 
and others surveyed teachers, parents, and students 
regarding the functions of schooling (Goodlad, 1984; 
Overman, 1980). After reviewing goal statements from 
states, districts and local schools, Goodlad classified 
goals into four major categories: Social, Intellectual, 
Personal, and Vocational Development, which they defined as 
follows: 
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Social Development 
Instruction which helps students learn to get 
along with other students and adults, prepares 
students for social and civic responsibilities, 
develops students’ awareness and appreciation of 
our own and other cultures. 
Intellectual Development 
Instruction in basic skills in mathematics, 
reading, and written and verbal communication; and 
in critical thinking and problem solving 
abilities. 
Personal Development 
Instruction which builds self-confidence, 
creativity, ability to think independently, and 
self-discipline. 
Vocational Development 
Instruction which prepares students for 
employment, development of skills necessary for 
getting a job, development of awareness about 
career choices and alternatives. (Overman, 1980, 
p. 6 ) 
In the Goodlad study teachers and parents were asked 
how important the public school with which they were 
associated thought each function (social development, 
intellectual development, personal development, and 
vocational development) was (on a four point scale from 
"very unimportant" to "very important ), and which of the 
four functions received the greatest emphasis at their 
school. Teachers and parents were also asked how important 
they thought each of the four functions should be at school 
(again on a four point scale), and which one of the four 
functions they thought should receive the most emphasis. 
This review will include only the results from the 
elementary schools in the survey. The percentage of parents 
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who indicated that they believed their school considered 
each function to be "very important" was: intellectual 
development 74%; personal development 51%; social 
development 45%; and vocational development 26%. The 
following percentages of elementary school teachers reported 
that their school considered each function to be "very 
important": intellectual development 87%; personal 
development 57%; social development 55%; and vocational 
development 19%. 
When asked how important each function should be at 
their school, elementary teachers and parents gave 
consistently higher ratings to every function than they did 
when asked how important each function was currently seen to 
be at their school. Most teachers thought the Personal 
(92.8%), Intellectual (92.1%), and Social (86%) functions 
should be "very important", and 41% thought the Vocational 
should be very important. Parents still gave the 
Intellectual function the highest rating (91%), but a 
majority also indicated that they thought each of the others 
should also be "very important" (Personal-87%, Social-74%, 
and Vocational-53%). 
Overman reasoned that congruence between the importance 
an individual or group believes the school is—giving to each 
of the four functions of schooling and the importance that 
that individual or group believes should be given to each of 
those functions could be a measure of that individual’s 
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satisfaction with the school. She computed the difference 
between the mean perceived importance rating and the mean 
preferred importance rating for each respondent group for 
each school, as a measure of satisfaction or 
dissatisfaction. She "arbitrarily" classified a difference 
of less than .25 (on the four point scale) as indicating 
"satisfaction" and a difference greater than .50 as 
indicating "dissatisfaction". She found that elementary 
teachers and parents were "satisfied" with the emphasis on 
the Intellectual function at most of the elementary schools 
studied. Teachers or parents, or both were "dissatisfied" 
with the emphasis on the Vocational and Personal functions 
at a majority of the schools. At no school were teachers or 
parents "satisfied" with the emphasis on more than two of 
the four functions. The greatest "dissatisfaction" was at 
four of the thirteen schools where either teachers or 
parents were "dissatisfied" with the emphasis given three of 
the functions. 
One of the greatest differences among schools in the 
Overman report was found in the school by school analysis of 
the question asking which one function is most emphasized at 
your school. Teachers generally chose the Intellectual 
function, but only 37% of teachers at one school thought the 
Intellectual function was most emphasized at their school, 
while that function was chosen by all of the teachers at 
another school (100% - a range of 63%). The mean was 78.5%. 
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Comparisons between perceived and preferred goal 
emphasis for teachers, parents, and upper elementary 
students show that the percentage of respondents preferring 
the Intellectual function is less than the percentage 
perceiving it as the most emphasized, in all three groups. 
The percentage preferring the other functions is greater 
than the percentage perceiving them to be most emphasized, 
for all three groups (with the single exception of parents’ 
views of the Social function). These differences are 
greatest for teachers, with many more preferring the 
Personal function receive greatest emphasis than perceived 
that to be the case in their schools. 
Overman also determined "function congruence" for each 
individual using the responses to the questions about which 
one function respondents thought is, and which should be, 
most emphasized at their school. If a respondent chose the 
same function for both questions, Overman identified that as 
"congruence" between what the person thinks their school 
should be emphasizing and his/her perception of what the 
school is emphasizing. There was greater congruence at the 
elementary school level than at either the middle or high 
school level. At the elementary school level a majority of 
all three groups chose the same function for the preferred 
and perceived emphasis questions (Teachers-53%, Parents-59%, 
and students 54%). Nonetheless, obviously large numbers of 
respondents in each group identified a different function 
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being most emphasized at their school than they believed 
should be most emphasized. There was considerable variation 
from school to school in the percentage of respondents 
indicating function congruence, with the greatest range 
among teachers. Some schools showed very similar levels of 
function congruence for members of the three respondent 
groups, while other schools showed considerable variation. 
At one school 70% of the parents indicated function 
congruence while only 39% of the teachers did. (57% of the 
students at that school indicated congruence.) 
Overman reports that, "There does not appear to be a 
relationship between the function congruence measure and the 
size of the school, race/ethnicity of the student population 
or location of the school (urban, suburban, or rural)" 
(1980, p. 61). 
Respondents were also asked the following question: 
"Students are often given the grades A, B, C, D, and Fail to 
describe the quality of their work. If schools could be 
graded the same way, what grade would you give this 
school?" Teachers, parents and students who were congruent 
(perceiving the school to be giving the greatest emphasis to 
the function they preferred) had statistically significant 
(at .001 level) higher mean school grading scores than the 
non-congruent group (those perceiving the school to be 
giving the greatest emphasis to a different function from 
the one they preferred). That is, that those who saw their 
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school giving greatest emphasis to the function they thought 
should be most emphasized were more satisfied with their 
school than those who saw a function other than the one they 
preferred receiving greatest emphasis. 
Teachers and parents in the "function congruent" group 
also responded more positively to a question about the 
usefulness of what students were learning for what they will 
need to know later in life, than did those in the 
"non-congruent" group. 
The "Study of Schooling" (Goodlad, 1984), conducted in 
the late 1970’s, surveyed 8,624 parents (1,724 of them 
parents of elementary school students). Only 31% of the 
total parent population of the schools studied responded and 
that sample probably over-represented the more educated and 
affluent parents (p. 35). 1,350 teachers were surveyed (286 
of them elementary school teachers) (p. 168). The schools 
were chosen because they were considered to be 
representative of the major types of schools to be found in 
the United States (urban, suburban, rural, upper class, 
middle class, poor, etc.). 
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Studies Using the "Elementary School Evaluation KIT: 
Needs Assessment" 
Hoepfner (1973) developed a list of 106 goals of 
education in developing the above mentioned kit, which was 
designed to help elementary schools determine priorities. 
He used a card sort technique in which each participant in 
the study is given a deck of 106 cards, with one goal 
written on each, and is asked to sort them into five piles, 
on a five point scale of importance. In a national 
validation study he used a sample with broad geographic and 
socioeconomic representation. He found that the affective 
goals were rated the highest, while goals relating to art, 
music, and foreign language were rated the lowest. While 
there were differences among the responses of teachers, 
principals and parents participating in the study, there was 
a remarkable similarity in the rankings of goals, 
("self-esteem" receiving the highest ranking among all three 
groups, for instance). 
Doherty (1972) used the same list of goals with a 
national sample of elementary principals, teachers, and 
parents. He found that teachers and principals gave higher 
mean ratings to affective goals than did parents and tended 
to give higher ratings than parents to goals which mentioned 
"appreciation" of something or developing an "interest m 
something. Parents, on the other hand, gave higher ratings 
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to specific subjects which they could identify as familiar 
parts of a school curriculum, such as history, civics and 
geometry. Principals and teachers gave low ratings to 
religious goals, while parents gave them significantly 
higher ratings. 
Doherty summarizes: 
It would seem that while the three groups may disagree 
on the rating of a particular goal or goal area, there 
is still a high degree of agreement on the importance 
and place of goals when asked to order a complete set of 
goals. Perhaps there is more harmony between [sic] 
these groups than one would have thought, (p. 7) 
Surprisingly, Doherty found that demographic and 
socioeconomic variables seemed to have very little influence 
on how respondents ranked the goals. 
While some of the goals from Hoepfner’s list were used 
in the present study, the actual wording of the goal 
statements on his list has some of the same difficulties 
with multiple ideas in one goal statement as the Gallup 
statements. For example, the following is one of Hoepfner’s 
goals, "Is interested in art. Responds emotionally to art. 
Enjoys self expression through art. Engages in artistic 
endeavors in leisure time. Finds satisfaction and pride in 
creativity." While Hoepfner’s list is 106 goals, too long 
for a questionnaire, it omits any notions of whether schools 
should be preparing students to play a role in constructive 
His list seems unnecessarily detailed in 
social change. 
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some areas, with six goal statements (composed of 18 
sentences) about physical education alone. 
Other Relevant Surveys 
In 1978 a nationwide survey by the National Education 
Association of the United States (1979) with 1,504 in-person 
interviews with a multi-stage stratified probability sample 
asked respondents about what two or three things were most 
important for children to learn in school. "Basic skills of 
reading, writing, and arithmetic" was the only item selected 
by a majority of the respondents (77%). Next most 
frequently chosen were five other items which were chosen by 
30%-39% of the respondents: 
Good manners and how to be decent to other people (39%) 
Specific vocational skills which will help them get jobs 
( 36%) 
Teaching children how to think clearly (34%) 
Moral and social values (33%) 
How to get along in life as an adult (30%). (p* 7) 
"Civic and public affairs" was selected by only 7% of the 
respondents. Concern for manners and decency was found to 
be greater among those with less education and lower income 
levels, while teaching children to "think clearly was much 
more important to respondents who were college graduates. 
Respondents were also asked whether changes that had 
taken place in this country made it important for schools to 
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teach new kinds of skills needed to get along in the world 
today" or whether the emphasis should be on "the basic 
skills taught in the past, like reading, writing and 
arithmetic". The latter category was favored by 76% 
compared to only 19% for "new kinds of skills" (pp. 7-10). 
Educational Research Service surveyed approximately 3000 
kindergarten teachers and approximately 3000 elementary 
school principals about current kindergarten programs and 
practices in April 1985. The response rate was 36% for 
teachers and 41% for principals. Such a study, dealing only 
with kindergarten, is of limited relevance to this study, of 
course, but the results of the principals’ survey do 
indicate relatively little emphasis on academic achievement 
and considerable emphasis on social development. When asked 
to rate kindergarten goals as high, medium or low 
priorities, more respondents gave the "high priority" rating 
to social development (82%) than to any other goal. 
Language development was right behind at 81%; emotional 
development and self-discipline were each rated a high 
priority by 72%. Personality development received the high 
priority rating from 49%, while academic achievement was so 
rated by only 28%. When asked to indicate the primary focus 
of their kindergarten programs the responses were as 
follows: Academic (skills and achievement) 22%; Preparation 
(academic/social readiness) 63%; Developmental (child 
88 
development) 8%; and Compensatory (help for the 
disadvantaged) 0.5% (Educational Research Service, 1986). 
The Weekly Reader National Survey conducted a survey of 
its student readership in October 1985 (Borton, 1986) which 
included a section on goals of education. Students in 
grades 4-6 were asked how important they thought various 
goals were on a three point scale (very important, fairly 
important, not important). The percentage responding "very 
important" is shown after each goal statement. "Learn to 
think" - 87%; "learn to read well" - 86%; "learn to speak 
and write correctly"- 86%; "learn to tell right from 
wrong"-86%. All other goals listed were also rated "very 
important" by over 60% of respondents. Those goals, in 
order, were: "build good work habits, become a good citizen, 
learn to use math in everyday life, continue learning 
throughout life, learn to live in a changing world, and 
learn about different kinds of jobs". Interestingly, when 
asked which one goal was most important, "continue learning 
throughout life" was chosen most frequently (16%); next was 
"learn to tell right from wrong" (15%). "Learn to read 
well" (6%), "learn to use math in everyday life" (5%), and 
"learn about different kinds of jobs" (5%) were chosen least 
frequently as "most important . 
The Weekly Reader survey was a readership survey, and 
did not use a scientifically selected sample. Nonetheless, 
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about 600,000 students in grades 2-9 responded. A random 
sample of students in each grade level was drawn from the 
total responses for analysis. Despite the nature of the 
sample, the number of students participating is so large 
that the results do give some indication of the views of 
students. 
Summary 
The Gallup polls in 1984 and the Goodlad/Overman study 
conducted in the late 1970’s are the only recent major 
studies with national samples to examine views of the goals 
of schooling. The Gallup polls did not examine respondents’ 
views of the goals of elementary schooling specifically, 
only of schooling in general. The Goodlad/Overman study, 
which is now about 10 years old, asked only about four major 
functions of schooling - social development, intellectual 
development, personal development, and vocational 
development. It did not offer respondents the opportunity 
to indicate their views about specific goal statements. 
In general, surveys which have asked respondents about 
the goals of education at all levels have found considerable 
agreement among parents and teachers with regard to the 
goals of schooling. In general, both groups have indicated 
significant support for a broad range of goals including 
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social and personal ones as well as academic and vocational 
ones. This study was designed in part in order to determine 
whether the same results would be obtained in the late 
1980's after the many recent reports on education and 
another decade or more of media attention to back-to-basics 
sentiments. 
CHAPTER III 
METHOD 
Overview 
Parents, teachers, and school committee members of a 
rural elementary school in western Massachusetts were 
surveyed about their views about the goals of elementary 
schooling using a questionnaire developed for this study. 
This chapter will discuss the selection and composition of 
the sample, the rates of return and the demographic 
characteristics of the respondents, the research design and 
the procedures followed in conducting the study, and the 
survey instrument and its development. 
Sample 
The sample was drawn from the parents, teachers, and 
school committee members of the Buckland-Shelburne Regional 
School, in Shelburne Falls, MA. This elementary school has 
approximately 320 students, 15 classroom teachers in grades 
kindergarten to six, special education teachers serving 
students age 3 to grade six, and other specialist teachers. 
It is a regional school serving the towns of Buckland and 
Shelburne. Student academic achievement is above national 
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norms, as evidenced by mean percentile scores on the 
California Achievement Test of approximately 77 (mean 
total battery percentile score for all students in grades 3 
to 6, Spring 1987). The author was principal of the school 
from August 1981 through July 1987. The data for this study 
was collected in October and November 1987. 
The community is rural, a mixture of farms, 
residences, one light manufacturing enterprise, and a 
cluster of stores where residents and people from the 
surrounding smaller towns do some of their shopping. The 
population is almost entirely white, mixed middle class and 
working class. The school was classified as being in a 
"rural economic center" when the state classified all 
schools as part of the state-wide testing program. 
Parent Sample 
A sample of about half of the parents of the students in 
grades kindergarten through six was selected as follows. 
The school provided the researcher with lists of all 
students in grades kindergarten to six in alphabetical order 
by grade, effective October 2, 1987. The parents of every 
other student on the list were selected. A coin toss 
determined that the selection would begin with the first 
student rather than the second. Duplications resulting from 
parents with more than one child in the school were then 
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deleted. Three parents who were also school committee 
members were deleted from the list because they would be 
surveyed with the same questionnaire as school committee 
members. Two parents who were also school staff members 
were also deleted in order to avoid getting school staff 
views mixed into the parent sample. This selection 
procedure guaranteed that parents of students at every grade 
level would be selected. The decision to select about half 
of the parents rather than all of them was made in order to 
make it feasible to do more intensive follow-up to stimulate 
a high rate of return. The result was a sample comprised of 
249 parents, living in 143 households (106 two-parent 
households and 37 single-parent households). Legal 
guardians and other relatives serving the role of primary 
parents to students were treated as parents for purposes of 
this study. 
Teacher Sample 
All professional teachers in the school were surveyed. 
In addition to the 15 classroom teachers, teachers of each 
of the following specialties were also included: art, music, 
physical education, Chapter 1, remedial reading, and special 
education. The total sample of teachers was 25 teachers. 
Details of the composition of this group will be discussed 
in describing those who responded to the survey. 
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School Committee Member Sample 
Every member of the Buckland-Colrain-Shelburne Regional 
School District Committee was surveyed. This is a nine 
member committee with three members from each of the three 
towns in the district. The district is a Kindergarten 
through grade six region. (Students go on to Mohawk Trail 
Regional High School which is governed by a different school 
committee.) The members are elected by the voting public in 
each of their respective towns. They are elected to 
three-year terms. The Committee is responsible for two 
schools, the Buckland-Shelburne Regional School (the one 
involved in this study), and the somewhat smaller Colrain 
Central School. 
Respondents 
Returns were received from 201 of the 249 parents in the 
sample for a response rate of 80.7%. This compares 
favorably with Goodlad’s "A Study of Schooling” in which the 
response rates among parents ranged from a low of 16% at one 
school to a high of 57% at another, with an average response 
rate of 31% (1984, p. 35). In the present study completed 
questionnaires were received from 23 of the 25 teachers, or 
92%. The two who did not respond were a part-time music 
teacher and a part-time art teacher. With this response 
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rate the responses of the teachers can be said to describe 
the views of the teachers of the school without resorting to 
any statistical computations of the probability of the 
sample representing the population. The same is true for 
the responses of the school committee members, 9 out of 9, 
or 100% of whom returned completed questionnaires. The 
responses of each of the three groups to the demographic 
questions are reported in the tables which follow. In each 
case some respondents chose not to complete the demographic 
information part of the questionnaire. Their responses are 
not used, of course, in the presentation of the results in 
Chapter 4 whenever the results are reported in demographic 
categories. Whenever the responses of the entire group are 
reported, their responses are included. In the following 
tables, the percentages reported are the percentage of those 
in each group who did respond to the demographic questions. 
In all cases the percentages total 100%. (Minor 
discrepancies in some tables result from rounding off the 
percentages to the nearest whole number.) 
The composition of the respondents by sex is reported in 
Table 1. 
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Table 1 
Sex of Respondents 
Parents Teachers School 
Committee 
N % N % N % 
Female 106 55% 21 91% 6 67% 
Male 86 45% 2 9% 3 33% 
Total 192 23 9 
Note. Nine parents did not indicate their sex. The total 
number of parent respondents was 201. 
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The age levels of the respondents are reported in Table 
2. The majority of the respondents in all three groups fall 
in the 26-35 years old and 36-45 years old categories. 
Table 2 
Age of Respondents 
Parents Teachers School 
Committee 
Years N % N % N % 
16-25 6 3% 1 6% 0 0% 
26-35 91 47% 5 29% 1 13% 
36-45 85 44% 10 59% 6 7 5% 
46-55 8 4% 1 6% 1 13% 
56-65 1 1% 0 0% 0 0% 
over 65 1 1% 0 0% 0 0% 
Total 192 17 8 
Note. Nine parents, 6 teachers , and 1 school committee 
member did not indicate their age. The total number of 
respondents was 201 parents, 23 teachers, and 9 school 
committee members. 
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The reported level of the respondents’ family income is 
presented in Table 3. More respondents chose not to answer 
this question than any other. The parents are distributed 
among the categories in a skewed bell-shaped distribution. 
Table 3 
Family Income of Respondents 
Parents Teachers School 
Committee 
Family 
Income N % N % N % 
Under $10,000 12 7% 0 0% 0 0% 
$10,000-$19,999 30 18% 1 8% 1 20% 
$20,000-$29,999 50 30% 5 38% 1 20% 
$30,000-$39,999 40 24% 1 8% 0 0% 
$40,000 &. over 36 21% 6 46% 3 60% 
Total 168 13 5 
Note. Thirty-three parents, 10 teachers, and 4 school 
committee members did not indicate their family income 
total number of respondents was 201 parents, 23 teachers, 
and 9 school committee members. 
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The education level of respondents is presented in Table 
4. Forty-eight per cent of the parents have no more than a 
high school education; 30% have some years of college 
education but have not completed a four year degree; and 22% 
have attended four or more years of college. 
Table 4 
Education Level of Respondents 
Highest 
Grade 
Completed 
Parents Teachers School 
Committee 
N % N % N % 
8-11 12 6% 0 0% 0 0% 
12 79 42% 0 0% 1 13% 
College Yrs. 
1 16 9% 0 0% 1 13% 
2 34 18% 0 0% 2 25% 
3 6 3% 0 0% 0 0% 
4 23 12% 10 50% 2 25% 
over 4 19 10% 10 50% 2 25% 
Total 189 20 8 
Note. Eleven parents, 3 teachers, and 1 school committee 
member did not indicate their level of education . The total 
number of respondents was 201 parents, 23 teachers, and 9 
school committee members. 
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Parents were also asked to indicate their perception of 
their oldest child’s school achievement• The majority of 
them reported that their oldest child’s achievement level in 
school was "Average". Only a few selected "Below Average" 
to describe their oldest child’s school achievement. The 
responses are presented in Table 5. 
Table 5 
Parents’ Perceptions of Oldest Child’s School Achievement 
N % 
Above Average 66 3 7% 
Average 100 56% 
Below Average 13 7% 
Total 179 
Note. Twenty-two parents did not indicate their oldest 
child’s school achievement level. The total number of 
parent respondents was 201. 
The teaching roles of the teacher respondents are 
presented in Table 6. Fifteen of the 23, or 65%, are 
regular education classroom teachers. All of these teachers 
are full-time teachers. The music and physical education 
teachers teach part-time at the Buckland-Shelburne Regional 
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School and part-time at the other elementary achool in the 
district. 
Table 6 
Teaching_Roles of Teacher Respondents 
Classroom Teachers K-3 9 
Classroom Teachers 4-6 6 
Reading Teacher 1 
Chapter 1 (Math/Writing Specialists) 2 
Music Teacher 1 
Physical Education Teacher 1 
Special Needs Resource Room Teacher 1 
Special Needs - Substantially Separate 1 
Special Needs Preschool Teacher 1 
23 
The number of years of teaching experience of the 
teacher respondents is reported in Table 7. There is a well 
distributed mix of veteran teachers and newer teachers. 
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Table 7 
Respondent Teachers* Number of Years of Teaching Experience 
Years of N % 
Experience 
1 - 5 4 21% 
6-10 5 26% 
11 - 15 3 16% 
over 15 7 37% 
Not Reported 
19 
4 
100% 
Any time less than 100% of a sample responds to a 
survey, the question arises of whether the responses 
received are in fact representative of the sample as a 
whole, or whether they are biased in some way. This is not 
an issue with the response rate of teachers (92%) or of 
school committee members (100%). With a response rate of 
over 80% from parents it was not considered necessary to 
investigate this question in detail, but it was examined in 
the following way. The school provided the information that 
the sample contained 18 parents who had qualified for the 
federal free lunch program and 17 who had qualified for the 
reduced price lunch program. In order to qualify for these 
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programs one’s family income must be below a specified 
level. These parents can safely be said to comprise the low 
income portion of the sample. Completed questionnaires were 
received from 12 of the parents in the free lunch program 
(67%) and 13 of the parents in the reduced price lunch 
program (76%). These rates are below the response rate for 
the parent sample as a whole (81%), but only three more 
returns would have brought the response rate of the low 
income group up to the level of the response rate of the 
sample as a whole. It can readily be seen that three more 
returns would not significantly affect the mean responses of 
parents when the total number of parent respondents was 
201. It seems fair to conclude that the responses of the 
parent group are not significantly biased by differential 
return rates from the low income group. 
Research Design and Procedures 
This was a descriptive questionnaire study - a 
cross-sectional survey of parents, teachers, and school 
committee members. A single questionnaire was administered 
to all members of the chosen sample groups. The 
questionnaire was designed to make it possible to describe 
the views of the members of the three groups with regard to 
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the goals that they believe should be pursued at their local 
elementary school. 
Prior to initiating the study, permission to proceed was 
secured from the Superintendent of Schools at an in-person 
meeting. The nature of the study, its purposes, and 
possible usefulness to the school were described to the 
school committee in June of 1987 • They were not shown 
copies of the survey instrument. They were informed that 
they would be asked to participate. They voted to approve 
the study and the use of the parents and teachers of the 
school and themselves as the sample. 
The survey questionnaire was mailed to school committee 
members and distributed to teachers school mailboxes on 
October 12, 1987, and mailed to parents a day later. The 
mailing to parents and school committee members included a 
cover letter explaining the study and requesting 
participation (see Appendix), the questionnaire (also in the 
Appendix), a stamped return envelope for the questionnaire, 
and a return postcard for confirming that they had completed 
and returned the questionnaire. The return envelope for the 
questionnaire was addressed to the researcher’s home in 
Amherst, MA about 30 miles from the school. The postcard 
was addressed to the school. On the back of each postcard 
was the statement, "Yes, I have completed and returned the 
Goals of Elementary Schooling Survey" and the parent’s 
name. The cover letter was written by the researcher and 
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signed by the chairperson of the school committee. It 
explained that participants’ responses on the questionnaire 
were completely confidential and that the postcard to the 
school would enable the school to know that their survey 
form had been completed and returned. It informed them that 
they would be contacted to solicit their participation if 
they did not return the survey promptly. The mailing to the 
two parent households included two survey forms, two return 
envelopes, two postcards and one cover letter, all in one 
envelope. The letter asked that each parent in the 
household complete one of the survey forms. In an effort to 
avoid influencing the results, the letter to parents did not 
identify the researcher as the former principal of the 
school who had resigned under favorable circumstances two 
and a half months earlier. Since that information was 
already known by teachers and school committee members, the 
letters to them did identify the researcher. 
Teachers received a three by five card rather than a 
postcard with their survey. The cover letter to them asked 
them to return their survey to a box in the school office 
and give the three by five card confirming their completion 
of the survey to the school secretary. 
A notice was sent home with students in the school 
announcement sheet on October 23, 1987, thanking those 
parents who had already returned the survey form and asking 
those who had not to do so promptly. The school secretary 
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was employed by the researcher to telephone those parents 
who did not return the survey, and personally request their 
participation. Telephoning began on October 31, 1987, 
seventeen days after the mailing of the survey, and was 
completed in about one week. At the time the telephoning 
began responses had been received from about 50% of the 
parent sample. The researcher also did some telephoning of 
non-respondents, but the bulk of it was done by the school 
secretary. Thirteen parents indicated that they had either 
lost or not received the survey. Another packet of the 
survey and return materials was promptly mailed to them. 
The last survey was received on December 2, 1987, but the 
bulk of them were received by November 10, 1987. It is 
estimated that the telephoning by the school secretary 
increased the rate of return by about 25%. 
Instrumentation 
The questionnaire used in this study was developed by 
the author for this study. It was developed because no 
survey instrument suitable for investigating views about 
goals of schooling at the elementary school level was found 
during the review of the literature. 
The questionnaire was developed after review of three 
sets of literature about the goals of schooling: 1) writings 
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representative of the major streams of thought in 
educational philosophy in United States from this century; 
2) reports and other writings of the last ten years with 
recommendations about goals; and 3) literature reporting 
opinion surveys of the general public, of parents, and of 
teachers, about the goals of education, primarily from the 
last ten years. The first two sets were reviewed for 
recommended goals about which to ask respondents The third 
set was reviewed for methodology used and for data gathered. 
The questionnaire was developed in accordance with 
contemporary principles of survey research as found in 
"Educational Research", by Borg and Gall (1983) and 
"Research Methods in Social Relations", by Selltiz, 
Wrightsman, and Cook (1976). An effort was made to write 
the questionnaire in language appropriate to the 
non-professional parents in the sample. 
The following paragraphs will discuss the development 
and purpose of each section of the questionnaire. (The 
questionnaire is included in the Appendix.) The piloting of 
the questionnaire is described in a later section of this 
chapter. 
Demographics 
The demographic questions were taken primarily from the 
"Seventeenth Annual Survey of the Public’s Attitudes Toward 
the Public Schools" (A. M. Gallup, 1985b) and from A. M. 
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Gallup’s (1985a) survey of teachers. They allow analysis of 
the data with regard to sex, family income, age, and level 
of education for all respondents. Parents are also asked to 
report the sex, grade level, and school achievement level 
for each of their children. Although no specific hypotheses 
were advanced with regard to these variables, it was thought 
worth investigating whether parents whose first child 
through school was a girl would have different views than 
those whose first child was a boy. Similarly these 
questions make it possible to examine whether parents who 
have a child in high school have a different view of what 
should happen in elementary school than those whose oldest 
child is still in grades K-3; and likewise for school 
achievement level, as reported by the parents. 
Teachers are asked to indicate the type of teaching 
assignment they have (K-3 Classroom, 4-6 Classroom, or 
Other) and their years of experience in teaching. 
Because there are only 25 teachers in the school and 
only 9 school committee members, the anonymity of the 
respondents might be compromised if they were to complete 
all the demographic questions. For instance, there is only 
one male classroom teacher. His questionnaire could be 
easily identified from the demographic questions. For this 
reason the following note was included on the page of 
demographic questions of the survey form for teachers and 
school committee members. "Note: Please feel free to omit 
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any or all of the following questions on this page if you 
feel answering them may compromise your anonymity in this 
survey." 
List of Goals 
A list of over 100 goals was generated from all of the 
literature reviewed. Many of these could be organized using 
Goodlad’s (1984, p. 51-56) classification of goals into the 
four broad categories of Intellectual Development, Personal 
Development, Vocational Development, and Social/Civic 
Development. Additional categories and multiple goals for 
each came from other literature reviewed (Bowles & Gintis, 
1976; Elam, 1984; A. M. Gallup, 1985b; Hoepfner, 1973; 
Weissglass, 1980, 1984). For each goal or goal category 
many goal statements were generated. Goal statements from 
each goal category were selected for inclusion in the 
questionnaire, with a total of 43 being selected. These 
goal statements were then ordered in this section of the 
instrument by distributing goal statements from each 
category throughout the list according to the principles 
described by Selltiz, Wrightsman, and Cook (1976, p. 
561-563). Respondents are asked to indicate how strongly 
they agree or disagree that each of these should be a goal 
of schooling at their elementary school, on a seven point 
scale from "strongly agree" to "strongly disagree". 
no 
Rank Ordering Goals 
Some researchers (A. M. Gallup, 1985b; Goodlad, 1984) 
have found that a majority of respondents indicate positive 
responses to a wide range of goal statements. As Goodlad 
says, We want it all" (p. 33). In order to discover how 
members of the sample groups would respond if forced to 
choose among goals for elementary schooling, seven goal 
statements are provided for them to rank order. These seven 
statements are taken from the major categories of goals 
developed in the goal-statements section above. 
Replication of Overman Study - Functions of Schooling 
The study which most closely approximates the purposes 
of this research is that reported by Overman (1980) as a 
part of Goodlad’s "Study of Schooling" (1984). That study, 
as discussed earlier in the review of the literature, asked 
respondents how important their school thinks each of four 
major functions of schooling (Social Development, 
Intellectual Development, Personal Development, and 
Vocational Development) is; how important each should be; 
which one receives the most emphasis at his or her school; 
and which one should receive the greatest emphasis. These 
questions are repeated in this questionnaire. Respondents 
are also asked to grade their school (A, B, C, D, or FAIL) 
using a modified version of a question used by Gallup 
(1985a) and Goodlad (1984). Using the grade that a 
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respondent gives the school as a measure of that 
respondent’s satisfaction with the school, these questions 
make it possible to examine the correlation between function 
congruence (perceiving the school to be giving the greatest 
emphasis to the function which one believes should receive 
the greatest emphasis) and satisfaction. 
The data for the Overman study was collected in the late 
1970’s. The Overman questions are included here in order to 
gather data for the late 1980’s, albeit from a far smaller, 
less representative sample. One change has been made in the 
Overman questions. She asked respondents to rate each major 
school function according to importance on a four point 
scale. This instrument uses a six point scale for the same 
questions. This allows some finer distinctions to be drawn. 
Piloting the Questionnaire 
A first draft of the of the questionnaire was developed 
through careful consultation of literature on survey 
research (Borg &. Gall, 1983; Selltiz, Wrightsman, & Cook, 
1976) and other surveys conducted in the last decade or so 
(Elam, 1984; A. M. Gallup, 1985b; Goodlad, 1984; Hoepfner, 
1973; Overman, 1980). This version was piloted with several 
acquaintances who were interviewed after completing the 
questionnaire to determine the clarity of the directions and 
the questions, the length of time required to complete the 
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questionnaire, and other reactions. Their feedback 
identified the need to shorten the questionnaire, clarify 
directions, and revise some of the goal statements to 
eliminate multiple meanings. The revised version was then 
reviewed by the author’s dissertation committee, a 
consultant at the University of Massachusetts Research 
Consulting Service, and Professor of Research Methods R. 
Hambleton. These consultations resulted in further 
revisions of both the format and content of the 
questionnaire. 
This 3rd edition of the questionnaire was then piloted 
with 30 parents and 14 teachers at the nearby Hawlemont 
Regional School which is located in a community similar to 
the Buckland-Shelburne community where the study was to be 
conducted. The parents were selected by the principal of 
the Hawlemont School to include a diversity of income and 
education levels. All of the teachers at the school agreed 
to participate. 
The cover letter to participants in the pilot study 
asked them to write any comments they had right on the 
survey form and to telephone the school with any questions. 
It also specifically directed them: "Circle any item which 
seems unclear to you. Add any goal statements or questions 
which you think should be included in a survey of either 
teachers or parents." 
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The pilot study sample of parents was divided into two 
groups. One group was asked to complete and return the 
questionnaire, and when they had done so, to return an 
enclosed postcard (with their name on it) which confirmed 
their completion and return of the questionnaire. This is 
the same procedure that was used in the final study and was 
described earlier in some detail. It preserved the 
respondents’ anonymity with regard to the questionnaire 
itself, but allowed the researcher to know which respondents 
had returned the questionnaire and which had not. The other 
group was not sent postcards, but simply asked to return the 
questionnaire. This was done to ascertain whether the 
postcard and the follow-up contacts it made possible would 
stimulate sufficiently higher rates of return to justify the 
additional expense and effort involved. The group without 
postcards consisted of 11 parents, 2 of whom returned the 
survey for a return rate of 18%. The group to whom the 
postcards were sent consisted of 19 parents, 7 of whom 
returned the survey before any follow-up contacts were 
initiated for a return rate of 37%. Follow-up contacts with 
only four parents yielded two more returns for a total rate 
of 47%. This was sufficient to demonstrate the superiority 
of the postcard procedure and the value of the follow-up 
telephone contacts. 
One other valuable lesson was learned during the 
telephone contacts. The cover letter to the pilot sample 
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had asked parents to return the survey by a specific date (a 
week and a half after it was mailed to them) in hopes of 
encouraging them to act promptly. Several parents who had 
not returned the questionnaire, when telephoned, said that 
they hadn t had time to complete it yet and had assumed that 
since the specified date was past their questionnaire was no 
longer wanted. Of course it was still wanted, regardless of 
when it was returned. In response to this feedback, no date 
was mentioned in the cover letter for the final study. 
All of the teachers in the pilot sample completed and 
returned the questionnaire. Their school principal, after 
securing their agreement to participate, had distributed the 
questionnaire at a staff meeting and encouraged them to 
complete it before leaving the meeting, which they did. 
In addition to the request for feedback in the pilot 
study cover letter, the questionnaire form used in the pilot 
study also included one open-ended question, "What other 
goals, if any, do you think are important for elementary 
schooling? Please write them here." Furthermore, at the 
end of each section of the questionnaire the form requested 
comments and provided a space for writing them. Comments on 
the returned questionnaires about the clarity of the 
questions and suggestions for rewording centered on about 4 
or 5 questions which were identified repeatedly by 
respondents as needing revision. These questions were 
rewritten or deleted. Virtually no other question was 
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identified by respondents as unclear. Several questions 
were added in response to suggestions from respondents in 
pilot study. It was also apparent from the returns in the 
pilot study that the directions on the questionnaire were 
clear. All respondents, including those reporting low 
levels of education and income, were able to complete each 
section of the questionnaire. 
The fourth, and final, edition of the questionnaire was 
reviewed by a consultant at the University Research 
Consulting Service before being reproduced in quantity for 
the major study. 
Summary 
This chapter has described the selection and composition 
of the sample, the rates of return and the demographic 
characteristics of the respondents, the research design and 
the procedures used in conducting the study, and the survey 
questionnaire, its development and piloting. The next 
chapter will describe the findings of the study. 
CHAPTER IV 
RESULTS 
The primary purpose of this study was to determine the 
views of parents, teachers, and school committee members 
about the goals of elementary schooling. The data from the 
various sections of the questionnaire provide insight into 
the views of members of each of the three groups. This 
chapter will analyze the data as it pertains to each of the 
research questions and hypotheses posed in Chapter 1. 
Describing the Views of Respondents: 
Rating the Goal Statements 
The first section of the questionnaire listed 43 
possible goals of elementary schooling and asked respondents 
to indicate the extent of their agreement/disagreement with 
each on a 7 point scale from "strongly agree" to "strongly 
disagree" (1 = "strongly agree"; 2 = "agree"; 3 = "agree 
slightly"; 4 = ''neutral"; 5 = "disagree slightly"; 6 = 
"disagree"; 7 = "strongly disagree"). For each of the 
three major groups, parents, teachers, and school committee 
members, the mean rating was computed for each of the 43 
statements. This data is reported in Table 8. The goal 
statements in Table 8 have been listed in the order of 
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parents’ mean ratings (for ease of interpretation), not in 
the order in which they appeared in the questionnaire. (See 
the Appendix for the questionnaire.) 
For each of the three major groups (parents, teachers, 
and school committee members), the goal statements were 
placed in order of their mean ratings from greatest 
agreement to greatest disagreement. (Throughout this 
discussion of the results the goals with which respondents 
indicated greater agreement will be described as having 
received a "higher" rating. The "highest" possible rating 
is 1.00, and the "lowest" possible rating is 7.00. A 
"higher" rating is one that is closer to 1.00. Thus 
"higher" ratings are numerically smaller than "lower" 
ratings.) The rank of each goal on each group’s list is 
reported in Table 9. Again the goal statements are listed 
in order of the parents* mean ratings 
There is considerable similarity among the three groups 
with regard to those goals with which they indicated the 
greatest agreement. Three goals, "to develop the ability to 
read", "to develop the ability to think", and "to develop 
realistic self-confidence", appear among the four highest 
rated goals for each group. Every teacher and school 
committee member and almost every parent (186 out of 201) 
gave "to develop the ability to read" the highest possible 
rating, resulting in a mean rating of 1.00 for that goal for 
teachers and school committee members and a mean rating of 
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Table 8 
Mean Agreement/Disagreement Ratings of Goal Statements 
Goal Statements Parents Teachers School 
Committee 
To develop the ability to read 1.06 1.00 1.00 
To develop the ability to think 1. 18 1.17 1.33 
To learn to think independently 1.33 1.22 1.44 
To develop realistic self- 
confidence 
1.40 1.13 1.00 
To develop good work habits 1.41 1.26 1.56 
For our school to give extra 
help to students who need it in 
order to be successful learners 
1.43 1.35 1.44 
To learn to "say no" to illegal 
drugs 
1.43 1.61 1.33 
To develop a desire to continue 
learning throughout life 
1.51 1.30 1.22 
To develop the ability to 
communicate effectively in 
writing 
1.51 1.09 1.44 
To develop the ability to get 
along with different kinds of 
people 
1.54 1.22 1.56 
To develop the ability to use 
mathematics for everyday 
problems 
1.55 1.43 1.44 
Note. 1.00 = "Strongly Agree"; 7.00 = "Strongly Disagree" 
Goals are listed in order of parents’ mean ratings. 
Table 8 continues on the next page. 
Table 8 continued 
Mean Agreement/Disagreement Ratings of Goal Q 
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Goal Statements Parents Teachers School 
Committee 
To develop respect for, and 
understanding of, people of 
other races, religions, 
nations, and cultures 
1.60 1.32 1.78 
To develop one’s creativity 1.63 1.39 1.33 
For our school to help students 
enjoy school 
1.66 1.35 1.44 
To learn how to approach and 
solve problems of all types 
1.68 1.35 1.56 
To develop a love of reading 1.74 1.22 1.44 
To develop lifelong habits of 
physical fitness 
1.82 1.70 2.33 
To develop an interest 
in science 
1.84 1.73 1.89 
To develop the ability to work 1.88 1.43 1 . 56 
cooperatively with others for 
the good of all 
To learn subject matter content 1.89 2.39 2.22 
To learn to use computers 1.94 2.26 1.89 
To develop good friendships 
while in school 
2.06 1.62 1.78 
Note. 1.00 = "Strongly Agree"; 7.00 = "Strongly Disagree" 
Goals are listed in order of parents’ mean ratings. 
Table 8 continues on the next page. 
Table 8 continued 
Mean Agreement/Disagreement Ratings of Goal Statements 
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Goal Statements Parents Teachers School 
Committee 
To develop the ability to make 
responsible moral and ethical 
decisions 
2.16 2.04 2.78 
For our school to encourage a 
process of continuous 
questioning of ideas 
2.17 1.68 1.89 
To develop an understanding 
that males and females should 
have equal rights 
2.20 1.39 2.33 
To develop a desire to make 
this a better world 
2.26 2.04 2.67 
To develop an appreciation 
for the arts 
2.27 1.65 2.44 
To develop a healthy 
understanding of emotions 
2.27 1.77 2.00 
To learn about the biology of 
human reproduction (by the 
end of sixth grade) 
2.33 2.48 2.67 
To learn about what one is 
most interested in 
2.41 2.26 2.22 
To develop the ability to 
express oneself creatively 
through the arts 
2.45 1.91 2.67 
For our school to test and 
grade students so they can be 
assigned to the right track 
(phase) in high school 
2.67 3.70 2.78 
Note. 1.00 = "Strongly Agree"; 7.00 = "Strongly Disagree" 
Table 8 continues on the next page. 
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Table 8 continued 
Mean Agreement/Disagreement Ratings of Goal 
Goal Statements Parents Teachers School 
Committee 
To learn about sexually 
transmitted diseases 
2.81 2.95 2.00 
To develop an understanding 
about different kinds of 
jobs and careers 
2.81 2.74 3.67 
To begin to learn a foreign 
language 
2.92 3.64 3.11 
To begin to prepare for 
informed participation in 
the political process 
3.45 3.13 3.78 
To learn to conform to 
the expectations of society 
3.54 3.35 3.33 
To prepare to accept orders 
from supervisors in future jobs 
3.61 3.86 3.67 
To begin to prepare to take an 
active part in bringing about 
social change 
3.63 3.57 4.67 
To begin to prepare to get 
good/well-paying jobs 
3.86 4.39 4.44 
To begin to prepare to help the 4.29 
United States compete 
economically with other countries 
4.91 4.11 
To understand and strengthen 4.51 
one’s belief in one’s own religion 
5.27 4.33 
To learn to accept traditional 4.81 5.39 4.78 
values without questioning them 
Note. 1.00 = "Strongly Agree"; 7.00 = "Strongly Disagree 
Goals are listed in order of parents’ mean ratings. 
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Table 9 
Rank of Mean Agreement/Disagreement Ratings of Goal 
Statements 
Goal Statements Parents Teachers School 
Committee 
To develop the ability to read 1 1 1* 
To develop the ability to think 2 4 4* 
To learn to think independently 3 5* 7* 
To develop realistic self- 
confidence 
4 3 1* 
To develop good work habits 5 8 13* 
For our school to give extra 
help to students who need it in 
order to be successful learners 
6* 11* 7* 
To learn to "say no" to illegal 
drugs 
6* 18 4* 
To develop a desire to continue 
learning throughout life 
8* 9 3 
To develop the ability to 
communicate effectively in 
writing 
8* 2 7* 
To develop the ability to get 
along with different kinds of 
people 
10 5* 13* 
To develop the ability to use 
mathematics for everyday 
problems 
11 16* 7* 
Note. Goals are listed in order of parents’ mean ratings. 
indicates two or more goals received the same mean 
rating from one respondent group. Table 9 continues. 
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Table 9 continued 
Rank of Mean Agreement/Disagreement Ratings of Goal 
Statements 
Goal Statements Parents Teachers School 
Committee 
To develop respect for, and 
understanding of, people of 
other races, religions, 
nations, and cultures 
12 10 17* 
To develop one’s creativity 13 14* 4* 
For our school to help students 
enjoy school 
14 11* 7* 
To learn how to approach and 
solve problems of all types 
15 11* 13* 
To develop a love of reading 16 5* 7* 
To develop lifelong habits of 
physical fitness 
17 22 26* 
To develop an interest 
in science 
18 23 19* 
To develop the ability to work 
cooperatively with others for 
the good of all 
19 16* 13* 
To learn subject matter content 20 30 24 
To learn to use computers 21 28* 21 
To develop good friendships 
while in school 
22 19 17* 
Note. Goals are listed in order of parents’ mean ratings. 
indicates two or more goals received the same mean 
rating from one respondent group. Table 9 continues. 
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Table 9 continued 
Rank of Mean Agreement/Disagreement Ratings of r,n«l 
Statements 
Goal Statements Parents Teachers School 
Committe 
To develop the ability to make 
responsible moral and ethical 
decisions 
23 26* 32* 
For our school to encourage a 
process of continuous 
questioning of ideas 
24 21 19* 
To develop an understanding 
that males and females should 
have equal rights 
25 14* 26* 
To develop a desire to make 
this a better world 
26 26* 29* 
To develop an appreciation 
for the arts 
27* 20 28 
To develop a healthy 
understanding of emotions 
27* 24 22* 
To learn about the biology of 
human reproduction (by the 
end of sixth grade) 
29 31 29* 
To learn about what one is 
most interested in 
30 28* 24* 
To develop the ability to 
express oneself creatively 
through the arts 
31 25 29* 
For our school to test and 
grade students so they can be 
assigned to the right track 
32 38 32* 
(phase) in high school 
Note. Table 9 continues on the next page. 
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Table 9 continued 
Rank of Mean Agreement/Disagreement Ratings of Goal 
Statements 
Goal Statements Parents Teachers School 
Committee 
To learn about sexually 
transmitted diseases 
33* 33 22* 
To develop an understanding 
about different kinds of 
jobs and careers 
33* 32 36* 
To begin to learn a foreign 
language 
35 37 34 
To begin to prepare for 
informed participation in 
the political process 
36 34 38 
To learn to conform to 
the expectations of society 
37 35 35 
To prepare to accept orders 
from supervisors in future jobs 
38 39 36* 
To begin to prepare to take an 
active part in bringing about 
social change 
39 36 42 
To begin to prepare to get 
good/well-paying jobs 
40 40 41 
To begin to prepare to help the 41 41 39 
United States compete 
economically with other countries 
To understand and strengthen 
one’s belief in one’s own religion 
To learn to accept traditional 
values without questioning them 
42 42 40 
43 43 43 
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1.06 for parents and placing it first in each groups’ 
ranking. All of the 9 school committee members also gave 
"to develop realistic self-confidence" the highest possible 
rating (1.00). Parents’ mean score for this goal was 1.40 
and teachers’ 1.13, ranking it 4th and 3rd respectively. 
"To develop the ability to think" received the 2nd highest 
mean score from parents (1.18) and the 4th highest from 
teachers (1.17) and school committee members (1.33). 
If the mean ratings for each of the 43 goal statements 
are rounded to the nearest whole number - to correspond to 
the 7 point scale on which respondents rated each goal - 
then for parents, 7 goals fall in the "strongly agree" 
range, 24 in the "agree" range, and 5 goals in the "agree 
slightly" range, for a total of 36 out of 43 goals receiving 
some degree of agreement from parents. Five goals fall in 
the "neutral" range. The remaining two fall in the 
"slightly disagree" range for parents ("To understand and 
strengthen one’s belief in one’s own religion" and To learn 
to accept traditional values without questioning them ). 
Using the same method for analyzing teachers’ responses, 
17 goals fall in the "strongly agree" range, 14 in the 
"agree" range, and 4 goals in the "agree slightly range, 
for a total of 35 out of 43 goals receiving some degree of 
agreement from teachers. Five goals fall in the neutral 
range. The remaining three fall in the "slightly disagree 
range for teachers ("To begin to prepare to help the United 
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States compete economically with other countries", "To 
understand and strengthen one’s belief in one’s own 
religion", and "To learn to accept traditional values 
without questioning them"). 
For school committee members, 12 goals fall in the 
"strongly agree" range, 16 in the "agree" range, and 7 goals 
in the "agree slightly" range, for a total of 35 out of 43 
goals receiving some degree of agreement from school 
committee members. Six goals fall in the "neutral" range. 
The remaining two fall in the slightly disagree" range for 
school committee members ("To begin to prepare to take an 
active part in bringing about social change" and "To learn 
to accept traditional values without questioning them"). 
In addition to the three goals mentioned above as 
appearing among the four highest rated goals by each group, 
two other goals received mean scores in the "strongly agree" 
range, from all three groups: "to learn to think 
independently", and "for our school to give extra help to 
students who need it in order to be successful learners". 
The latter goal statement was included to measure views 
toward "compensatory education" - seeking to compensate for 
differences in students’ backgrounds by providing greater 
educational resources to lower achieving students. The 
Federal Chapter 1 program, in which the Buckland-Shelburne 
Regional School does participate, is a good example of this 
(Minter, 1982). Such programs have generally been an 
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expression of the desire to use education to address 
problems of inequality in our nation, and appear to be 
strongly supported by all three groups of respondents in 
this study. 
At the low end of the scale there is again considerable 
similarity among the responses of parents, teachers, and 
school committee members. Four goals fall among the five 
lowest-rated goals for each group. They are, "to begin to 
prepare to get good/well paying jobs", "to begin to prepare 
to help the United States compete economically with other 
countries", "to understand and strengthen one’s belief in 
one’s own religion", and "to learn to accept traditional 
values without questioning them". 
Of the five goals statements which refer to students 
preparing for something that generally doesn’t happen until 
one becomes considerably older than elementary school 
students (getting a job, political participation, activity 
in social change, accepting orders on a job, and helping the 
United States compete economically) all five received mean 
scores which place them in the lowest fourth of each group s 
rank order list of goals. 
Two statements were included which specifically refer to 
students’ experience while in school as elementary students, 
as distinct from most of the statements, which refer to the 
development of skills, abilities, attitudes, and knowledge 
which are generally advocated as educational goals because 
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of their usefulness in students’ lives in the future. Those 
two statements are "for our school to help students enjoy 
school" and "to develop good friendships while in school". 
The first of these two received ratings from all three 
groups that placed it 14th or higher in the rank order lists 
and teachers (1.35) and school committee members (1.44) 
"strongly agreed" with it and parents (1.66) "agreed" with 
it. The second statement fell in the "agree" range for all 
three groups. 
Differences among the mean ratings by the three groups 
of respondents are not great anywhere on the list of the 43 
goals. On only two goals do the means differ by more than 
1.00 (on a scale that ranged from 1.00 to 7.00). The 
teachers’ rating of "for our school to test and grade 
students so they can be assigned to the right track (phase) 
in high school" was 3.70, lower by more than 1.00 than the 
rating of parents (2.67). For the goal statement, "to begin 
to prepare to take an active part in bringing about social 
change", the teachers* rating (3.57) is more than 1.00 
higher than the rating by school committee members (4.67). 
On this goal, parents appear to agree with the teachers, 
giving it a rating of 3.63, also more than 1.00 higher than 
the school committee rating. 
The variance among the mean ratings for the three 
groups was statistically significant at the p < .05 level 
for only 6 of the 43 statements. That is to say, that for 
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37 out of the 43 statements, the differences among the 
responses of parents, teachers, and school committee members 
were not statistically significant. Even for those that do 
have significant variances, those variances are not highly 
meaningful because the size of the differences in the mean 
ratings is relatively small. Each statement with a 
statistically significant difference among the mean ratings 
will nonetheless be discussed in turn. The goal statement, 
"to develop realistic self-confidence" received a mean score 
of 1.40 from parents, 1.13 from teachers, and 1.00 from 
school committee members (p=.023). All of the nine school 
committee members gave it the highest possible rating. The 
mean score for each of the three groups falls in the 
"strongly agree" range and ranks among the top four means 
for each group, so clearly each group strongly supports this 
goal. Teachers and school committee members, however, 
appear to support it even more strongly than do parents. 
Teachers rated "to develop the ability to communicate 
effectively in writing" significantly higher (1.09) than did 
parents (1.51) or school committee members (1.44) (p=.022). 
The author conjectures that this is a result of particular 
circumstances at the school from which the sample was 
drawn. For the five years before this study was conducted, 
improving student writing and adopting a "process approach" 
to teaching writing was a major faculty goal and the focus 
of an ongoing series of in-service workshops and staff 
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meetings. In conversations with the teachers they 
repeatedly pointed to their writing program as an 
accomplishment of which they are quite proud and as an area 
in which virtually all of them had participated together in 
the improvement effort. 
Although parents rated "to develop the ability to read" 
as most important (mean = 1.00; rank = 1), they rated "to 
develop a love of reading" much lower (mean = 1.74; rank = 
16). Teachers and school committee members gave the 
"ability" goal the same mean and rank, while rating the 
"attitude" goal statistically significantly higher than the 
parents (teachers: mean = 1.22, rank = 5; school committee 
members: mean = 1.44, rank = 7) (p=.028). 
Teachers gave statistically significant (p=.012) higher 
ratings to the goal statement "to develop an understanding 
that males and females should have equal rights" (mean = 
1.39, rank = 14) than did parents (mean = 2.20, rank = 25), 
while school committee members rated it even lower than 
parents (mean = 2.33, rank =26). In the years immediately 
preceding this study the school principal and individual 
faculty members provided strong leadership to the faculty in 
this area, encouraging such practices as the use of 
non-sexist language and studying women in history during 
Women’s History month. Little effort had been made to 
communicate these issues to parents. 
Statistically significant differences (p=.023) also 
132 
existed in the mean ratings of "to develop an appreciation 
for the arts", which teachers (mean = 1.65, rank = 20) rated 
higher than did parents (mean = 2.27, rank = 27) or school 
committee members (mean = 2.44, rank = 28). A similar 
relationship exists among the mean ratings of the slightly 
lower-rated statement, "to develop the ability to express 
oneself creatively through the arts", which teachers also 
rated higher than the other two groups (p = .085). On the 
other hand, the related statement, "to develop one’s 
creativity", was ranked 4th among all 43 goal statements by 
the school committee members, while the teachers mean rating 
ranked it 14th and the parents* 13th. 
The final goal statement for which analysis of variance 
yielded statistically significant differences among the 
means was "for our school to test and grade students so they 
can be assigned to the right track (phases) in high school 
(p=.013 ) . None of the three groups gave it a mean score 
which ranked it above 32nd on their list. Teachers, who 
actually do the testing, grading, and recommending of track 
assignments, rated it much lower (mean = 3.70) than the 
parents, whose children are being graded for tracking, (mean 
= 2.67). The school committee members’ mean rating was 
2.78. These means make it one of the few goals with which 
teachers did not agree, but rated it in the neutral 
category, while the means of the other two groups fall in 
the "agree" end of the "slightly agree" category. 
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The standard deviations of the mean ratings range from 0 
to 2.24, not a large range. They give some indication of 
the extent of agreement among members of each group. The 
greater the standard deviation, the greater the spread of 
individual responses around the mean. For instance, parents 
had a considerable consensus of agreement with the goal 
statement, "for our school to help students enjoy school". 
The mean of their responses was 1.66, with a standard 
deviation of .84. Examination of the frequency distribution 
of responses reveals that 49% of parents responded "strongly 
agree" and 41% responded "agree". On the other hand, 
parents had a wider range of responses to the goal 
statement, "to understand and strengthen one’s belief in 
one’s own religion". The mean was 4.51, with a greater 
standard deviation of 2.00. Examination of the frequency 
distribution of responses reveals a divergence of opinion 
(strongly agree - 9%, agree - 13%, agree slightly - 6%, 
neutral - 23%, disagree slightly - 8%, disagree 19%, and 
strongly disagree - 22%). In general, there was a wider 
range of responses for those statements with lower mean 
ratings than for those with higher mean ratings. 
One of the goal statements where the responses of 
teachers demonstrated a wide range of opinions is to begin 
to prepare to get good/well-paying jobs (standard deviation 
= 1.92). Thirty per cent "agreed slightly" and 17% were 
"neutral", while 17% "disagreed" and 22% "strongly 
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disagreed", with the remaining 14% scattered over the other 
choices. 
The greatest spread of the views of school committee 
members came on the goal statement "To learn to conform to 
the expectations of society" (standard deviation = 2.24). 
Twenty-two per cent "strongly agreed"; 33% "agreed"; 11% 
were "neutral"; 11% "disagreed slightly"; 11% "disagreed"; 
and 11% "strongly disagreed". 
The primary purpose of this study was descriptive - to 
describe the view of parents, teachers, and school committee 
members about the goals of elementary schooling and note the 
extent of their agreement/disagreement. The preceding 
section of this chapter, including Tables 1 and 2, have 
shown the agreement/disagreement of each group with each of 
the 43 proposed goal statements. Some of the extensive 
similarities among the three groups were highlighted in the 
discussion of the ranking of the means of each group. Some 
of the significant differences among the three groups’ 
responses were examined in the discussion of the analysis of 
variance of the means. The spread of views among members 
within each group on each question is described by the 
standard deviations of the mean responses. Taken together, 
this data describes the views of the respondents from the 
three groups with regard to many recommended goals of 
elementary schooling and provides a comparison of the views 
of the three groups. 
135 
Four Functions of Schooli ng 
In addition to the general descriptive purpose of this 
study, several secondary research questions were posed. The 
first of these was, "What is the extent of 
agreement/disagreement among parents teachers, and school 
committee members that four major functions of schooling - 
social development, intellectual development, personal 
development, and vocational development - are all important 
in elementary schooling?" The author hypothesized that all 
groups would find them all to be important and that this 
would suggest that people want schools to pursue a broad 
range of goals, rather than the narrow range of goals that 
is often understood to be the recommendation of the 
back-to-basics movement. 
Respondents were asked to indicate how important they 
thought each of these four functions should be at their 
local elementary school (on a six point scale: 1 = very 
important, 2 = important, 3 = somewhat important, 4 = 
somewhat unimportant, 5 = unimportant, 6 = very 
unimportant). The results are summarized in Table 10. If 
the means for each group on each question are rounded to the 
nearest whole number, then parents, teachers, and school 
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Table 10 
Respondents *—Ratings of How Important Each Function Should 
Be At Their School 
Mean Importance Ratings 
Functions Parents Teachers School 
Committee 
Intellectual Development 1.25 1.13 1.44 
Personal Development 1.36 1.13 1 .11 
Social Development 1.72 1.22 1.67 
Vocational Development 2.75 2.74 3.22 
Rank of Mean Importance Ratings 
Functions Parents Teachers School 
Committee 
Intellectual Development 1 1 2 
Personal Development 2 1 1 
Social Development 3 3 3 
Vocational Development 4 4 4 
Note. 1.00 "Very Important"; 6.00 "Very Unimportant". 
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committee members all rated both personal development and 
intellectual development in the "very important" range. 
Social development was also rated in the "very important" 
range by teachers, while parents and school committee 
members rated it in the "important" range. Vocational 
development received the lowest rating from all three 
groups, but it still fell within the "somewhat important" 
range for all three groups. None of the four functions 
received a mean rating in the "somewhat unimportant", 
"unimportant", or "very unimportant" ranges from any of the 
three groups. Thus the hypothesis that all three groups 
would view each of the four functions as important is 
supported, with the exception that vocational development 
was rated as only "somewhat important" by all three groups. 
When the mean importance ratings of each of the three 
groups for the four functions are ranked from most important 
to least important, the results are similar for each of the 
three groups, but not identical. For parents the ranking 
is: intellectual development, personal development, social 
development, vocational development. By comparison, in the 
ranking of the means from school committee members, personal 
development and intellectual development are reversed 
(personal development ranking first and intellectual 
development ranking second) and while social development and 
vocational development also rank third and fourth 
respectively. In ranking the means of the teachers 
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responses, personal development and intellectual development 
have the same mean rating, creating a "tie" for first. 
Teachers rated social development and vocational development 
in the same order as the other two groups (third and fourth 
respectively). 
These results suggest that teachers and school committee 
members see personal development as somewhat more important 
than do parents, but that all three groups see it as "very 
important". Teachers also view social development as more 
important than do the other two groups. 
Choosing Among Goals 
The second of the secondary research questions posed in 
this study was "What views will respondents indicate when 
asked to choose among goal statements or to rank order them, 
as distinct from simply rating each goal statement 
separately?" In rating each goal statement separately, it 
is possible for respondents to simply agree with 
everything. When forced choose or rank order, differences 
in preferences may be revealed that are not apparent in the 
separate rating questions. This question was investigated 
in two sections of the questionnaire. First, respondents 
were asked to indicate which of the four functions of 
schooling (social, intellectual, personal, and 
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vocational development) they think the school "should 
emphasize the most". Secondly, they were presented with a 
list of seven goal statements and asked to rank them from 
"most important" to "least important". 
The results of the question asking which function the 
school should emphasize most are presented in Table 11. The 
results from parents and teachers are not strikingly 
different from those in Table 10 where respondents rated 
each of the four function independently. Among both parents 
and teachers, more respondents chose intellectual 
development than any other function as the one which should 
be most emphasized. Among respondents of both groups, the 
second highest number chose personal development, the third 
highest chose social development, and a tiny minority chose 
vocational development. This is the same order of 
importance that these two groups indicated when rating each 
function separately (see Table 10) with the single exception 
that when rating them separately teachers gave the same 
rating to personal development as to intellectual 
development. Although the ordering is the same for the four 
functions among teachers as among parents, there are some 
sizeable differences in the percentages choosing each 
function. More parents (59.9%) chose intellectual 
development as the function to be most emphasized than did 
teachers (45.5%). Personal development was selected by a 
higher percentage of teachers (36.4%) than parents (30.5%), 
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Table 11 
Percentage Choosing Each Function as the One Which thp 
School Should Emphasize Most 
Functions Parents Teachers School 
Committee 
Intellectual Development 59.9% 45.5% 0% 
Personal Development 30.5% 36.4% 78% 
Social Development 8.1% 18.2% 11% 
Vocational Development 1.5% 0% 11% 
141 
as was social development (teachers = 18.2%; parents = 
8.1%). 
The responses of school committee members are strikingly 
different, None of the school committee members chose 
intellectual development as the function which should be 
most emphasized. Seventy-eight per cent chose personal 
development; 11% chose social development; and 11% chose 
vocational development. At first this may seem to be a 
result which is meaningless because of the small number of 
respondents (N = 9). In fact, while not generalizable to 
other school committees, this data does reveal the responses 
of all of the members of this school’s governing committee. 
Out of 9 members, 7 chose personal development as the 
function to which they think the school should give the 
greatest emphasis, and none of them chose intellectual 
development. This is not inconsistent with their mean 
ratings of the four functions discussed earlier, where the 
mean of school committee members’ responses was higher for 
personal development (1.11) than for any other function, 
including intellectual development (1.44). 
In another section of the questionnaire respondents were 
presented with seven possible goals of elementary schooling 
and asked to rank order them from most important to least 
important by assigning a number from 1 (most important) to 7 
(least important), to each of the statements, using each 
number once. The means of the numbers assigned to each 
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statement by parents, teachers, and school committee members 
were computed. The results are reported in Table 12. When 
the mean rankings of respondents from 'each group are put in 
order, the goals are in a remarkably similar order for all 
three groups. Teachers and school committee members both 
gave the highest mean ranking to two goals, "Developing 
self-confidence and a healthy self-concept" and "Learning 
skills of mathematics, reading, and other subjects". The 
mean ranking for each from teachers was 2.18; from school 
committee members 1.89. The highest mean ranking from 
parents was for "Learning skills of mathematics..." (2.08). 
Second for parents was "Developing self-confidence ..." 
(2.56). The rankings of the means from parents and teachers 
are identical for the five other goal statements in this 
section of the survey: "Learning to get along with people of 
all kinds" (3rd),"Becoming life-long learners" (4th), 
"Developing moral and ethical character" (5th), "Developing 
physical fitness and lifelong habits of fitness and health 
(6th), and "Learning the skills needed to get a good job" 
(7th). The means from the school committee members fall in 
the same order except that "Learning to get along with 
people of all kinds" is 5th and "Developing moral and 
ethical character" is 3rd. 
Seventy-seven per cent of teachers ranked Developing 
self-confidence ..." as either first or second in their 
individual rank orderings; 59% of parents did the same. 
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Table 12 
Mean Rank-Order Ratings of Seven Selected Goal Statements 
Goal Statements Parents Teachers School 
Committee 
Learning skills of 
mathematics, reading 
and other subjects 2.08 2.18 1.89 
Developing self- 
confidence and a 
healthy self-concept 2.56 2.18 1.89 
Learning to get 
along with people 
of all kinds 3.86 3.32 4.56 
Becoming life-long 
learners 3.87 3.82 3.78 
Developing moral 
and ethical 
character 4.25 4.32 3.44 
Developing physical 
fitness and life¬ 
long habits of 
fitness and health 5.19 5.59 5.56 
Learning the skills 
needed to get a 
good job 6.21 6.59 6.89 
Note. Respondents rank ordered these goals from "1" ("most 
important") to "7" ( least important ) rather than rating 
each one separately. 
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Seventy per cent of parents ranked "Learning skills of 
mathematics, reading, and other subjects" either first or 
second in their individual rank orderings; 59% of teachers 
did the same. 
The results in this section then are similar to those in 
the one discussed previously. "Learning skills of 
mathematics, reading, and other subjects" is part of the 
intellectual function of schooling and is rated very highly 
by all three groups. "Developing self-confidence and a 
healthy self-concept" is part of the personal development 
function of schooling and is also rated highly by all three 
groups, with teachers and school committee members rating it 
just as highly as "Learning skills...". Similarly, the 
vocational goal, "Learning the skills needed to get a good 
job" received the lowest ranking from all three groups, just 
as the vocational function did. Social development, 
exemplified by a goal such as "Learning to get along with 
all kinds of people" falls in between for all three groups 
on both sections of the survey. 
Nonetheless, two goals in the same category may be rated 
very differently. "Developing self-confidence..." is a 
personal goal and so is "Developing physical fitness 
but they are ranked very differently. The mean ranking for 
the physical fitness goal is 5.19 for parents (and similar 
for the other groups) as compared to 2.56 for the 
self-confidence goal. These are both goals in the personal 
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development category. Thus it appears, not surprisingly, 
that while parents strongly support elementary schools 
emphasizing the personal development function as well as the 
intellectual function, that does not mean that they support 
all personal development goals equally. 
The above should not be interpreted to mean that parents 
are not supportive of physical fitness, however. In the 
first section of the survey, discussed earlier (see Tables 8 
and 9) parents mean agreement/disagreement rating for the 
goal statement "To develop lifelong habits of physical 
fitness" was 1.82, where 1 = "strongly agree" and 2 = 
"agree". Parents did, however, give higher ratings to 16 
other goal statements. 
The standard deviations on the rank order question range 
from .33 to 1.94. These are small considering that 
respondents were required to use all the numbers from 1 to 7 
in this section. They suggest a relative consensus about 
the ranking of the goals among members of each group. 
Responses to the rank order question did cover a greater 
range than those to sections where respondents rated goals 
independently. The mean responses for the seven goals in 
the rank order question range from 2.08 to 6.21, a range of 
4.13, for parents, for instance (compared to a range of only 
3.75 between the highest and lowest rated goals on the list 
of 43 goals in the first section). Nonetheless, the results 
here are quite consistent with the previous sections 
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strong support for learning skills of reading, mathematics, 
etc. and for developing self-confidence; support, but 
somewhat weaker, for getting along with people of all kinds; 
and the least support for "learning the skills needed to get 
a good job". 
Individual Function Congruence and Satisfaction 
The third secondary research question posed in the study 
was "Do individuals who perceive the school to be giving 
greatest emphasis to the function (i.e. social development, 
intellectual development, personal development, vocational 
development) which they believe should be given greatest 
emphasis have a higher level of satisfaction with the school 
than do other respondents?" Overman (1980) hypothesized 
that "congruence" between perceived function emphasis and 
preferred function emphasis would correlate with higher 
satisfaction ratings of the school. Her data supported this 
hypothesis. This study included questions to investigate 
whether those results could be replicated. 
Respondents were asked which of the four functions they 
thought the school emphasized most and which they thought 
the school should emphasize most. They were also asked to 
grade the school, giving it a grade of "A, B, C, D, or FAIL 
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just as students are often graded. This grade was taken as 
a general measure of satisfaction with the school. 
The results of the question about perceived emphasis are 
reported in Table 13. A majority of parents, teachers and 
school committee members all see the intellectual function 
as most emphasized at the school. A significantly higher 
percentage of teachers (82.6%) than parents (63.1%) see it 
as most emphasized. The personal development function is 
seen as the most emphasized by the second greatest 
percentage of respondents in each of the three groups 
(parents 18.2%; teachers 8.7%; and school committee members 
25%) . 
In comparing the results in Table 13 (perceived 
emphasis) with those in Table 11 (preferred emphasis) one 
striking feature is that while 82.6% of teachers see the 
intellectual function as most emphasized at the school, only 
45,5% of them think it should be the most emphasized, and 
while 75% of school committee members see the intellectual 
function as most emphasized, none of them think it should be 
the most emphasized. A significant percentage of both of 
these two groups would apparently like to see a shift in 
greatest emphasis from the intellectual development function 
to the personal development function. This does not mean 
that any of these three groups sees the intellectual 
function as unimportant. As discussed earlier, when 
respondents were asked to rate the importance of the four 
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Table 13 
Percentage Choosing Each Function as the One Which the 
School Is Emphasizing the Most 
Functions Parents Teachers School 
Committee 
Intellectual Development 63.1% 82.6% 7 5% 
Personal Development 18.2% 8.7% 2 5% 
Social Development 16.6% 8.7% 0% 
Vocational Development 2.1% 0% 0% 
functions all three groups rated it as "very important (see 
Table 10). 
Responses to the "Grading the School" question were 
coded so that "A" = 1, "B" = 2, "C" = 3, "D” = 4, "FAIL" = 
5. The mean grade from parents was 1.89, or low B+. The 
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mean grade from teachers was 1.32, or an A-. The mean grade 
from school committee members was 1.88, another low B+. The 
percentage of each group assigning each grade is reported in 
Table 14. 
Table 15 shows the number of respondents in each group 
for whom the function to which they perceived the school to 
be giving the most emphasis was the same as the function to 
which they thought the school should give the most emphasis, 
and the number for whom perceived and preferred emphasis was 
different. The table also shows the mean grade assigned to 
the school by each of those groups in the grading the school 
question. Those for whom the perceived and preferred 
function of greatest emphasis was the same will be termed 
"congruent" and those for whom it was different will be 
termed "incongruent". The parents who are congruent gave 
the school a higher grade (1.77 = B+) than those who are 
incongruent (2.04 = B). Using a two-tailed test of 
significance, this difference is statistically significant 
(p = .010). However, despite the statistical significance, 
the difference between the grade given the school by each of 
the groups is small enough that it may not be particularly 
meaningful. Nonetheless, this finding is consistent with 
what Overman (1980) found and suggests confirmation of the 
hypothesis that those who see the school as giving the 
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Table 14 
Grading the School - Percentage Assigning Each Grade 
Grade Parents Teachers School 
Committee 
A 26.9% 68.2% 25% 
B 60.2% 31.8% 62.5% 
C 11.3% 0% 12.5% 
D . 5% 0% 0% 
FAIL 1.1% 0% 0% 
Note. The question: "Students are sometimes given the 
grades "A", "B", "C", "D " , and "FAIL" to denote the quality 
of their work. Suppose the public elementary school itself 
in this community, were graded in the same way. What grade 
would you give Buckland-Shelburne Regional School?" 
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Table 15 
Grading the School - Comparison of Congruent and 
Non-congruent Respondents 
Congruent 
Parents Teachers School 
Committee 
Number 105 11 1 
Percentage 56% 50% 14% 
Mean Grade 1.77 1.36 2.00 
Non-congruent 
Parents Teachers School 
Committee 
Number 81 11 6 
Percentage 44% 50% 86% 
Mean Grade 2.04 1.27 1.86 
Note. "Congruent" respondents are those who chose the same 
function (Intellectual, Personal, Social, or Vocational 
Development) on the perceived emphasis and preferred 
emphasis questions. "Non-congruent" respondents are those 
who chose different functions on the two questions. 
Coding of the grades: "A" = 1, "B" = 2, "C" =3, D - 4, 
and "FAIL" 5 . 
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greatest emphasis to the function which they think should 
receive the greatest emphasis are more satisfied with the 
school. Teachers, on the other hand, who were congruent, 
actually gave a slightly lower mean grade to the school than 
did those teachers who were incongruent. This result was 
not statistically significant. This fails to replicate what 
Overman found. Only one of the school committee members out 
of the 7 who answered all parts of this question was 
congruent, so no meaningful analysis of the results for 
school committee members can be reported. 
Importance of Each Function and Group Congruence 
The fourth secondary research question posed in this 
study was, "To what extent do parents, teachers, and school 
committee members think the school is attaching the proper 
level of importance to each of the four functions of 
schooling?" While the previous section asked which one of 
the four functions is receiving the greatest emphasis and 
which should receive the greatest emphasis, this section 
sought to measure views about the degree of importance of 
each function. To answer this question, respondents were 
asked to indicate how important the school thinks each of 
the four functions (intellectual, personal, social, and 
vocational development) is for the education of students (on 
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a six point scale from 1 = "very important" to 6 = "very 
unimportant"). The mean response of parents, teachers, and 
school committee members was computed for each of the four 
functions - the "mean perceived importance". Then (as 
reported in Table 10) respondents were also asked, 
"Regardless of how you answered the previous question, how 
important do you think each of these areas should be at this 
school?" (on the same six point scale). The mean response 
of each group was computed for each of the four functions - 
the "mean preferred importance". The results from both 
questions are reported together in Table 16. 
With only two exceptions, respondents in all three 
groups had higher preferred importance ratings than 
perceived importance ratings - that is, they presumably want 
greater emphasis given to each of the four functions than 
they perceive the school to be giving currently. The 
exceptions were that the school committee members had lower 
preferred importance ratings than perceived importance 
ratings for the intellectual development and vocational 
development functions - that is, they presumably want less 
emphasis given to the intellectual and vocational 
development functions than they perceive the school to be 
giving currently. 
Also reported in Table 16 is the difference between the 
mean perceived importance rating and the mean preferred 
importance rating for each group on each of the four 
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Table 16 
Comparison of Mean Perceived and Preferred Importance 
Ratings of Each Function 
Mean Importance Ratings 
Functions Parents Teachers School 
Committee 
Intellectual Development 
Perceived 1.54 1.22 1.33 
Preferred 1.25 1.13 1.44 
Difference .29 .09 - . 11 
Personal Development 
Perceived 2.01 1.74 1.56 
Preferred 1.36 1.13 1 .11 
Dif ference .65 .61 .45 
Social Development 
Perceived 2.07 1.87 2.00 
Preferred 1.72 1.22 1.67 
Difference .35 .65 .33 
Vocational Development 
Perceived 3.04 3.39 2.89 
Preferred 2.75 2.74 3.22 
Difference .29 . 65 
-.33 
Note. 1.00 = "Very Important , 6.00 
= "Very Unimportant". 
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functions of schooling. Overman (1980) suggested that this 
difference could be used as a measure of "satisfaction" with 
the importance attached to each of the functions. She 
arbitrarily classified a difference of less than .25 as 
indicating "satisfaction", and a difference of greater than 
.50 as indicating "dissatisfaction". Using these 
definitions, the data in Table 16 shows that parents are not 
satisfied with the emphasis on any of the four functions and 
were dissatisfied with the degree of emphasis on personal 
development. Teachers are satisfied with the emphasis on 
intellectual development, and dissatisfied with the degree 
of emphasis on all three other functions. School committee 
members are satisfied with the emphasis on intellectual 
development and dissatisfied with the degree of emphasis on 
none of the other functions. 
Overman’s data, however, were collected on a four point 
scale rather than the six point scale used in this study. 
It may therefore be more appropriate to redefine 
"satisfaction" and "dissatisfaction". In selecting .25 as 
the limit of the "satisfaction" range, Overman was actually 
setting it at one-sixteenth of the four point scale. 
One-sixteenth (.0625) of the six point scale is .375. In 
selecting .50 as the limit of the "dissatisfied" range, 
Overman was actually setting it at one-eighth of the four 
point scale. One-eighth (.125) of the six point scale is 
.75. If differences between mean perceived emphasis ratings 
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and mean preferred emphasis ratings which are less than .375 
are classified as indicating "satisfaction", and differences 
in the mean ratings which are greater than .75 are 
classified as indicating "dissatisfaction", then the results 
in Table 16 should be interpreted quite differently. Using 
these revised definitions, none of the three groups is 
"dissatisfied" with the degree of emphasis being given to 
any of the four functions. Parents are "satisfied" with the 
degree of emphasis on all the functions except the 
personal. Teachers are still "satisfied" only with the 
degree of emphasis on intellectual development. School 
committee members are "satisfied" with the degree of 
emphasis on intellectual, social and vocational development. 
In summary, parents, teachers, and school committee 
members think the school is attaching about the right level 
of importance to each of the four functions. The greatest 
consensus is that there should be some greater importance 
given to the personal development function of schooling. 
Effects of Demographic Variables 
How do the variables of parents’ age, sex, level of 
education, and level of income; and the grade level of their 
oldest child and the school achievement level of their 
oldest child (as reported by the parent), influence parents' 
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views about the importance of various goals of schooling? 
In short, not much. There are some differences, but few, if 
any, of them are striking. Parents’ responses to the 
section of the instrument on which respondents rank ordered 
seven suggested goals of schooling were analyzed for each of 
these variables. 
Table 17 shows the mean responses of parents to each of 
the seven goal statements broken out by age and sex (where 1 
= "most important” and 7 = "least important"). When the 
mean ratings are rank ordered, the 26 to 35 year old age 
group ratings rank in the same order as the total parent 
group in the study. The ratings of the 36 to 45 year old 
age group are the same with the exception that "becoming 
life-long learners" and "learning to get along with people 
of all kinds" are reversed, ranking 3rd and 4th 
respectively. This is not a significant departure from the 
total parent group because the mean ratings of these two 
goals by the total parent group differ by only .01. Males’ 
and females’ mean ratings rank in the same order with the 
single exception that the females’ ratings show the same 
switch in the order of the 3rd and 4th ranked goals that the 
36-45 year old group does as discussed above. The only 
statistically significant difference in the ratings of males 
and females is in response to the goal statement developing 
self confidence and a healthy self-concept" where females 
rated it as more important (2.34) than did males (2.78) 
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Table 17 
Parents* Mean Rank-Order Ratings of Goal Statements by Age 
and Sex 
Age (in years) Sex 
Goal Statements 26-35 36-45 Female Male 
N = 89 
i
 
o
 
00
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2
 N= 101 2
 
II 00
 
00
 
Learning skills of 
mathematics, reading 
and other subjects 2.15 2.10 2.23 1.98 
Developing self- 
confidence and a 
healthy self-concept 2.45 2.53 2.34 2.78 
Learning to get 
along with people 
of all kinds 3.84 3.93 3.92 3.77 
Becoming life-long 
learners 3.92 3.89 3.73 4.13 
Developing moral 
and ethical 
character 4.49 4.03 4.28 4.16 
Developing physical 
fitness and life- 
long habits of 
fitness and health 5.11 5.19 5.26 5.11 
Learning the skills 
needed to get a 
good job 6.10 6.40 6.28 6.14 
Note. 1.00 = "most important"; 7 .00 = "least important" 
There were also small numbers of respondents 
older 
than those shown above. and younger 
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(p = .029). Although statistically significant, this 
difference is not large. 
Table 18 shows parents’ responses to the rank order 
section by income. Each sub-group, regardless of income 
level rated the goals such that when the means are rank 
ordered, every sub-group has the same goals as 1st and 2nd 
and as 6th and 7th as the total parent group. The two lower 
income groups have the same rank order for all goals as the 
total group. In the the three higher income groups the 
ranking of the goals that were ranked 3rd, 4th, and 5th by 
the total group varies. 
Several sub-group mean ratings in Table 18 differ by 
more than .50 from the mean rating of the total group. 
Those with an income level under $10,000 gave "becoming 
life-long learners" a mean rating of 3.36, compared to 3.87 
from the total group. Those with income over $40,000 gave 
it a mean rating of 4.60. That is to say, this goal was 
seen as more important by low income respondents than by 
parents as a whole and less important by high income 
respondents than by parents as a whole. "Learning to get 
along with people of all kinds" was also given a higher mean 
rating (2.91) by the low income group than by parents as a 
whole (3.86). 
Table 19 shows the mean ratings of the goals by parents’ 
level of schooling. Again the rankings of each sub-group 
are quite similar to the rankings of parents as a whole. 
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Table 18 
Parents* Mean Rank-Order Ratings of Goals by Family Income 
Income Level (low to high) 
Goal Statements *A B C D E 
N=11 N=28 N=50 N = 39 N = 35 
Learning skills of 
mathematics, reading 
(1) (1) (1) (1) (1) 
and other subjects 2.36 2.18 1.88 2.49 1.66 
Developing self- (2) (2) (2) (2) (2) 
confidence and a 
healthy self-concept 2.73 3.04 2.42 2.54 2.31 
Learning to get 
along with people 
(3) (3) (4) (5) (3) 
3.74 of all kinds 2.91 3.86 4.02 4.10 
Becoming (4) (4) (3) (3) (5) 
life-long 
learners 3.36 4.21 3.76 3.46 4.60 
Developing moral 
and ethical 
(5) (5) (5) (4) 
3.95 
(4) 
4.23 
character 4.64 4.39 4.24 
Developing physical (6) (6) (6) (6) (6) 
fitness and life¬ 
long habits of 
fitness and health 
5.45 4.57 5.40 5.15 5.11 
Learning the skills (7) (7) (7) (7) (7) 
needed to get a 
good job 6.55 5.75 6.34 6.38 6.43 
Continued on the next page. 
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Table 18 continued 
Parents* Mean Rank-Order Ratings of Goals bv Family Income 
Note. Respondents rank ordered these goals from "1" ("most 
important") to "7" ("least important") rather than rating 
each one separately. 
Numbers in parentheses are the ranks of each goal when the 
means are put in order in each column from most important 
least important. 
A = under $10,000 
B = $i*0,000 - $19,999 
C = $20,000 - $29,999 
D = $30,000 - $39,999 
E = $40,000 and over 
to 
♦Income categories: 
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Table 19 
Parents* Mean Rank-Order Ratings of Goals by Education 
Years of Schooling Completed 
Goal Statements 8-11 12 13-15 16 17 + 
N = 12 N = 7 6 N = 54 N = 22 N = 17 
Learning skills of 
mathematics, reading 
(1) (1) (1) (1) (2) 
and other subjects 2.33 1.76 2.19 2.14 2.82 
Developing self- 
confidence and a 
(2) (2) (2) (2) (1) 
healthy self-concept 3.50 2.67 2.30 2.68 1.82 
Learning to get 
along with people 
(3) (3) (4) (4) (5) 
4.47 of all kinds 3.94 3.83 3.89 3.91 
Becoming (5) (5) (3) (3) (3) 
life-long 
learners 4.50 4.32 3.76 3.23 3.06 
Developing moral 
and ethical 
(4) (4) (5) (5) 
4.18 
(4) 
3.65 
character 4.00 4.29 4.56 
Developing physical (6) (6) (6) (6) (6) 
fitness and life¬ 
long habits of 
fitness and health 
5.08 5.17 5.00 5.36 5.53 
Learning the skills (7) (7) (7) (7) (7) 
needed to get a 
good job 5.17 6.00 6.43 6.50 
6.65 
Note. 1.00 = "most important 
" . 7 
* ' • 
00 = "least important 
163 
The two greatest differences in mean ratings appear between 
those with the least schooling and those with the most in 
rating the goal "developing self confidence and a healthy 
self-concept" to which those with the most schooling 
attached much greater importance (1.82 vs. 3.50; p=.002); 
and in rating the goal "learning the skills needed to get a 
good job", to which those with the most schooling attached 
significantly less importance (6.65 vs. 5.17; p = .002). 
The sub-groups show a consistent pattern in rating this 
vocational goal - the less schooling respondents have, the 
more important this goal is to them. The other consistent 
pattern is in the ratings of "becoming life-long learners" - 
the more schooling respondents have, the more important this 
goal is to them. (This is in contrast to the fact that 
those with low income rated this goal more highly than those 
with high income. While in general respondents with higher 
education levels have higher incomes, the relationship 
between income and education is not a strong one among the 
respondents in this study. This apparent discrepancy in the 
data appears to be a result of the weak relationship between 
income and education and the small number of respondents in 
the sub-groups at the high and low ends of each range.) 
Table 20 shows the parents’ mean ratings of the goals by 
the grade level of their oldest child. This was included to 
explore whether parents whose oldest child was just starting 
elementary school have a different view of the goals of 
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Table 20 
Parents* Mean Rank-Order Ratings of Goal Statements by 
Grade Level of Oldest Child 
Grade in School 
Goal Statements K-3 4-6 7-12 Other 
•
't
 
t-
 
ii
 
2
 
N = 50 N = 4 7 N = 9 
Learning skills of 
mathematics, reading 
and other subjects 2.15 2.46 1.62 2.33 
Developing self- 
confidence and a 
healthy self-concept 2.27 2.14 3.32 2.56 
Learning to get 
along with people 
of all kinds 4.02 3.78 3.66 4.00 
Becoming life-long 
learners 8.84 4.08 4.00 3.44 
Developing moral 
and ethical 
character 4.61 3.90 4.15 3.56 
Developing physical 
fitness and life¬ 
long habits of 
fitness and health 5.00 5.28 5.15 
5.78 
Learning the skills 
needed to get a 
good job 6.15 6.42 6.17 
6.33 
Note. 1.00 = "most important"; 7 
.00 = "least important" 
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elementary schooling than those parents who have had at 
least one child pass all the way through elementary school 
and go on to deal with secondary schools and/or higher 
education. No obvious patterns emerge from the data. A few 
results are of some interest. The parent respondents with 
their oldest child in grades 4-6 rated "developing 
self-confidence" higher than "learning skills of 
mathematics, reading, and other subjects". This is the 
reverse of the order of the rankings by the parents as a 
whole. The parents with their oldest child in grades 7-12 
gave "learning skills of mathematics, reading, and other 
subjects" the highest rating (1.62) of any sub-group in the 
entire study. Only two of the mean ratings differ from the 
ratings of parents as a whole by more than .50. Parents 
with their oldest child in grades 7-12 attached less 
importance (mean rating = 3.32) to the goal of students 
developing self-confidence than did parents as a whole (mean 
rating = 2.56) and parents with children either out of 
school or in higher education ("other") attached more 
importance (mean rating = 3.56) to developing moral and 
ethical character" than did parents as a whole (mean rating 
= 4.25) . 
Table 21 shows the mean responses of parents broken out 
by school achievement level of oldest child (as reported by 
the parents themselves). School achievement level of one’s 
oldest child does correlate with some statistically 
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Table 21 
Parents* Mean Rank-Order Ratings of Goals by School 
Achievement Level* of Oldest Child 
Goal Statements Above 
Average 
Average Below 
Average 
N = 63 N = 96 N= 13 
t 
Learning skills of 
mathematics, reading 
and other subjects 2.54 1.82 1.92 
Developing self- 
confidence and a 
healthy self-concept 2.30 2.65 3.38 
Learning to get 
along with people 
of all kinds 4.02 3.91 3.08 
Becoming life-long 
learners 3.75 3.92 3.92 
Developing moral 
and ethical 
character 3.97 4.40 4.46 
Developing physical 
fitness and life¬ 
long habits of 
fitness and health 5.16 5.17 5.31 
Learning the skills 
needed to get a 
good job 6.32 6.21 5.92 
Note. Respondents rank ordered these goals from 1 ( most 
important”) to ”7” ("least important") rather than rating 
each one separately. * As reported by the parent. 
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significant variance of views about the goals of elementary 
schooling among respondents in this study. Parents of above 
average students gave less importance to "learning skills of 
mathematics, reading and other subjects" (mean rating = 
2.54) than did parents of average and below average students 
(mean ratings = 1.82 and 1.92) (p = .008). Those same 
parents gave a higher rating to "developing self-confidence" 
(2.30) than did parents of average students (2.65) and below 
average students (3.38) (p = .028). Parents of below 
average students gave higher ratings to the importance of 
"learning to get along with people of all kinds" (3.08) than 
did the parents of average (3.91) and above average (4.02) 
students (p = .077). 
Effect of Having Views Similar/Dissimilar 
to the School Principal 
The researcher in this study was principal of the school 
from which the sample was drawn for six years immediately 
prior to the administration of the questionnaire. He 
resigned under favorable circumstances in August 1987 in 
order to accept a principalship in another community. The 
survey was conducted in October 1987. Prior to the survey 
the principal completed the questionnaire, indicating his 
own views about the goals of elementary schooling. It was 
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hypothesized that parents who had views about the goals of 
schooling which were congruent with those of the principal 
would be more satisfied with the school than those with less 
congruence with the principal’s views. This was 
investigated in two ways: first by examination of the data 
from the question which asked respondents to choose the one 
function they thought should be most emphasized; and 
secondly, by examination of the data from the rank order 
section of the questionnaire. In both cases the data was 
explored for relationships between responses on these 
questions and responses to the grading the school question. 
The grading of the school data from those parents who 
chose the same preferred function of emphasis as did the 
principal was compared to the grading the school data from 
those who chose a different preferred function of emphasis 
from the principal. Out of a total of 183 parents who 
responded, 57 chose the same function as the principal 
(Personal Development) as the one which they thought should 
be most emphasized at the school. 126 parents selected 
other functions as most important. The mean response on the 
grading the school question was 1.81 by those congruent with 
the principal’s view and 1.93 by those incongruent with his 
view. This difference is in the expected direction, but is 
quite small and is not statistically significant. Therefore 
the hypothesis is not supported by this analysis. 
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The second method of analysis for this hypothesis began 
by identifying how similar or dissimilar respondents’ views 
were to the principal’s on the rank order section. A 
statistical measure of "distance” from the principal’s view 
was devised in conjunction with statistician Professor 
Swaminathan of the University of Massachusetts. The 
"distance" of each respondent’s view was defined as the 
square root of the sum of the squares of the differences 
between the response of the principal and the response of 
the individual to each of the seven goal statements to be 
rank ordered. For example, if a respondent ranked 
"developing self-confidence and a healthy self-concept" 
fifth and the principal ranked it first, the difference 
between those would be four. For each respondent these 
differences were computed for each of the seven questions, 
then squared, summed, and the square root taken of the sum. 
These "distances" were then rounded to the nearest integer. 
Thus an individual who rank ordered the seven statements in 
exactly the same order as the principal would have a 
"distance" of zero. An individual who rank ordered them in 
exactly the reverse order of that of the principal would 
have a "distance" of eleven. All others would fall 
somewhere in between those two extremes. 
The "distances" of parents’ views from the principal s 
view ranged from 0 to 9, with distribution approximating a 
normal distribution around a mode of 5. There is no 
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statistically significant difference in the way parents with 
different "distances" responded to the grading the school 
question. The "distances" of teachers’ views from the 
principal’s view ranged from 1 to 7, with a mode of 4. 
There is no statistically significant difference in the way 
teachers with different "distances" responded to the grading 
the school question. Therefore the hypothesis that those 
with views closer to the principal’s view of the goals of 
schooling would be more satisfied with the school is not 
supported. 
However, when all sections of the questionnaire are 
taken into account, both parents and teachers in this school 
hold views fairly similar to the principal’s. On the whole, 
respondents are also quite satisfied with the school (see 
Table 14). Therefore it is quite possible that if the data 
included data from other schools with respondents whose 
views were more dissimilar from the view of their principal 
and less satisfied with their school, the hypothesis might 
be supported. In other words, it may be that the hypothesis 
is not supported by the data from this study because the 
respondents do not represent a sufficient range of views 
about the goals of schooling or of 
satis f act ion/dissatisf act ion with the school. 
171 
Comparisons to Data From Other Studio 
The questions asked of respondents about the four 
functions of schooling are virtually the same questions used 
by Overman (1980) and Goodlad (1984) in the Study of 
Schooling, for which they collected data in the late 
1970’s. This present study sought to examine what changes, 
if any, have occurred in views about the goals of schooling 
in the ten years since Overman and Goodlad collected their 
data. There can be no clear way to separate out which 
differences between the two sets of data are the result of 
changes over the last ten years, and which are because a 
different school is being studied, but we can look at the 
extent to which the data from the present study is similar 
to that from the schools studied in the Study of Schooling 
ten years ago. 
The first question in this section asked how important 
the school thinks each of the functions is (i.e. perceived 
importance). Overman used a four-point scale whereas the 
present study used a six-point scale, so direct comparisons 
of means are not relevant, but the relative importance 
attached to each function will be examined throughout these 
comparisons by comparing the rank order of the means for 
each group. Overman found teachers perceived Intellectual 
Development being given the greatest importance at their 
school, Personal and Social Development tied for second, 
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and Vocational Development lowest (1980, p. 4-5). This 
present study found teachers’ perceptions of the schools’ 
view ranked the functions in the same order except that 
Personal was rated slightly higher than Social. Overman 
found parents rated the functions in the same order, with a 
slightly higher rating for Personal than Social. The 
present study found the same rankings of the four functions 
among parents. Overman did not study school committee 
members. 
In investigating how important respondents thought each 
of the four functions should be at their school, Overman (p. 
22-23) and this study found parents’ mean importance ratings 
falling in the same order: Intellectual, Personal, Social, 
and Vocational. Remarkably, the teachers’ mean importance 
ratings in both studies rank the four functions in the same 
order. In each study teachers gave the same rating to both 
Personal Development and Intellectual Development. In each 
study the teachers’ mean rating for Social Development 
ranked next, followed by the mean rating for Vocational 
Development. 
Respondents in both studies were asked to choose the one 
function they perceived as most emphasized at their school 
and the one which they preferred. Overman (p. 41) found 
significantly fewer elementary teachers preferred 
Intellectual Development than perceived it as most 
emphasized, and significantly more preferred Personal 
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Development than perceived it as most emphasized. This same 
pattern was found in the present study, where 83% of 
teachers perceived Intellectual Development to be receiving 
the greatest emphasis at their school while only 46% 
preferred it; only 9% perceived Personal Development to be 
receiving the greatest emphasis while 36% preferred it. (See 
Tables 11 and 13.) Preferences in the same direction are 
found in the data from parents in both studies, but the 
difference between perceived and preferred functions of 
emphasis is less dramatic among parents than among teachers 
in both studies. 
In examining "function congruence" Overman (p. 53) found 
that 53% of elementary school teachers selected the same 
function for both the perceived and preferred emphasis 
questions; 59% of parents chose the same function. The 
present study found 50% of teachers and 56% of parents 
selected the same function. 
Function congruence was also investigated in both 
studies by comparing the mean importance rating given to 
each function on both the perceived importance and preferred 
importance questions by both teachers and parents. Three 
categories were established: "satisfied" - for means 
differing by less than 6.25% of the rating scale; 
"dissatisfied" - for means differing by more than 12.5% of 
the rating scale; and an unnamed category for those in 
between those two limits. Overman found considerable range 
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among schools in the levels of satisfaction among teachers 
and parents. She found that elementary teachers and parents 
were "satisfied" with the emphasis on the Intellectual 
function at most of the elementary schools studied. 
Teachers or parents, or both were "dissatisfied" with the 
emphasis on the Vocational and Personal functions at a 
majority of the schools. At no school were teachers or 
parents "satisfied" with the emphasis on more than two of 
the four functions. The greatest "dissatisfaction" was at 
four of the thirteen schools where either teachers or 
parents were "dissatisfied" with the emphasis given three of 
the functions. By comparison the present study found 
teachers and parents "satisfied" with the importance given 
to the intellectual function; neither group was 
"dissatisfied" with the importance given to any of the 
functions; and parents were also "satisfied" with the 
importance given to the social and vocational functions as 
well. Thus parents in this study were more "satisfied" with 
their school than those in any of the schools Overman 
studied. 
Not only do ten years separate the collection of data 
for these two studies, but the Study of Schooling received 
only a 31% return from parents (Goodlad, 1984, p. 35) 
compared to the 81% return rate from parents in the present 
study. 
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When the data from the 1987 Gallup poll (Gallup &. Clark, 
1987) is analyzed using the 5 point rating procedure of this 
study, (A = 1 to FAIL = 5), the mean grade from parents of 
public school students asked to rate their local elementary 
school was 2.04, or a "B". This is slightly lower than the 
1.89, or "B+" given to their elementary school by the 
parents in this study. 
In the 1984 survey Gallup asked detailed questions about 
the goals of schooling. The goal which was rated highest by 
the respondents of the Gallup survey was "to develop the 
ability to speak and write correctly" with 68% giving it the 
highest rating. The most similar goal on the present study 
was "to learn to communicate effectively in writing" which 
was given the highest rating by 59% of the parents and 
ranked 9th among the list of goals. Gallup’s respondents 
ranked "to develop an understanding about different kinds of 
jobs and careers, including their requirements and rewards" 
as 3rd highest, with 56% giving it the highest rating. On 
the present study the goal "to develop an understanding 
about different kinds of jobs and careers" ranked 34th, with 
20% of parents giving it the highest rating. This 
difference is probably largely a result of the present study 
focusing specifically on elementary schooling, while the 
Gallup questions address all levels of public schooling. Of 
the goals rated highest by parents in the present study, to 
develop the ability to read" was not asked in the Gallup 
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survey; "to develop the ability to think", which parents 
ranked second highest with 85% giving it the highest rating, 
ranked 10th on the Gallup survey, with 51% giving it the 
highest rating. 
In 1984 Gallup also surveyed teachers’ attitudes toward 
the public schools (A. M. Gallup, 1985a). When asked to 
grade their own school, 21% gave it an "A" and 51% a "B", 
compared to 68% giving the school in this study and "A", and 
32% a "B" . That is to say that teachers in the present 
study have a much higher opinion of their school than 
teachers in general had of their own schools in 1984. 
Teachers in the Gallup survey rated "to help develop good 
work habits, the ability to organize one’s thoughts, the 
ability to concentrate" the highest with 56% giving it the 
highest rating. On the present study, "to develop good work 
habits" was ranked 8th by teachers with 63% giving it the 
highest rating. "To develop the ability to think" was rated 
among the top four goals by teachers in both surveys. 
Gallup did not ask either the public at large or teachers 
about the goal of developing self-confidence (rated 3rd by 
teachers, 4th by parents, and 1st by school committee 
members on the present study). 
Marked differences between teachers and the public at 
large appeared in the Gallup surveys in response to a goal 
statement about developing the ability to use computers with 
43% of the public giving it the highest rating, while only 
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12% of the teachers did so. In the present study a similar 
question was given the highest rating by 38% of parents and 
17% of teachers. (This translated to rankings of 21st from 
parents and 28th from teachers out of 43 listed goals.) 
Another marked difference between teachers and the public in 
the Gallup surveys was in responses to the goal "to help 
students get good/high-paying jobs" (highest rating from 6% 
of teachers and 48% of the public ). On the present study 
parents and teachers both rated "to begin to prepare to get 
good/well-paying jobs" as 40th out of 43 goals. Again this 
difference is probably due primarily to the focus on only 
elementary schooling in the present survey. 
Questionnaire 
The final stated purpose of this study was to develop a 
questionnaire and methodology that would enable other 
investigators, including local school administrators, 
teachers’ associations, etc., as well as academic 
researchers, to ascertain the views of parents, teachers, 
and/or school committee members about the goals of 
elementary schooling. The questionnaire (see Appendix) 
developed for, and used in, this study, and the procedures 
followed, seem to meet this goal. They generated a high 
rate of return from sample. The data lends itself to 
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extensive analysis, but more limited analysis could still 
provide useful results. The questionnaire could be used by 
any elementary school in its present form, by simply 
changing the name of the school where it appears in the text 
of several of the questions. 
Summary 
This chapter has discussed the results of this study as 
they pertain to the primary descriptive purpose of the study 
and to the secondary research questions and hypotheses that 
were described in Chapter I. The final chapter will 
summarize the findings and discuss conclusions and 
implications of this study. 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
This chapter will begin with a summary description of 
the study. The purposes of the study, the methodology used, 
and the principal findings will be reviewed. The 
limitations of the study will be discussed. Conclusions 
will be drawn and the results supporting each of them will 
be reviewed. Some implications and recommendations based on 
the findings will be suggested, as will some possibilities 
for further research. 
Summary Description of the Study 
The primary purpose of this study was to ascertain what 
goals parents, teachers, and school committee members want 
public elementary schools to be pursuing in the late 1980’s 
and early 1990*s. It is primarily a descriptive study - 
seeking to describe and compare the views of the three 
respondent groups about the goals of elementary schooling. 
Several secondary hypotheses and research questions were 
also posed and addressed. These will be discussed later in 
this section. 
Three types of literature were reviewed as part of the 
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study. Representative writings from the major streams of 
philosophical thought about education in the twentieth 
century in the United States were reviewed to provide 
background and context for the whole topic of goals of 
schooling. Writings from cultural transmission, romantic, 
and progressive/developmental authors were included. 
Secondly, literature of the last ten years was reviewed in 
order to identify goals currently being recommended for 
public elementary schooling in the United States. Finally, 
literature from the last ten years which reports surveys of 
public opinion about goals of schooling was reviewed. This 
literature provided recommended methodology and some 
suggested specific questions for inclusion in the survey. 
The sample included parents, teachers, and school 
committee members from the Buckland-Shelburne Regional 
School, a public elementary school in Shelburne Falls, 
Massachusetts. Shelburne Falls is a rural town in the 
western part of the state with a mix of middle class and 
working class families. Half of the families in the school 
were randomly selected for inclusion in the sample of 
parents. A six-page questionnaire was mailed to each 
parent, teacher, and school committee member in the sample. 
Eighty-one percent, or 201 parents, responded. All of the 
teachers were asked to participate and 92% (23 teachers) 
returned completed questionnaires. All of the nine school 
committee members participated. The high rate of return 
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from parents was generated in part by asking each one to 
return the questionnaire anonymously and return a postcard 
with their name on it so that the researcher could know who 
had returned a questionnaire and who had not, without 
compromising the anonymity of the responses. This made it 
possible to make follow-up telephone calls to those parents 
who had not returned a completed questionnaire. The 
researcher estimates that these telephone contacts increased 
the return rate from about 50% to 81%. 
The questionnaire used was developed by the author for 
this study. Its development was based on the review of the 
literature and conducted in accordance with contemporary 
principles of survey research (Borg & Gall, 1983; Selltiz, 
Wrightsman, & Cook, 1976). It was piloted twice and 
underwent ongoing revision in response to insights gained 
from the piloting and from feedback from research 
consultants at the University of Massachusetts. 
The questionnaire includes several sections. The first 
section asks respondents to indicate their 
agreement/disagreement (on a scale from 1 = "strongly agree 
to 7 = "strongly disagree") with 43 goal statements. The 
next section replicates and updates the research of Overman 
(1980) and Goodlad (1984) on the four major functions of 
schooling - Social Development, Intellectual Development, 
Personal Development, and Vocational Development. 
Respondents are asked how important the school thinks each 
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one of the four functions is and how important the 
respondent thinks each of the four should be. They are also 
asked which one function the school emphasizes most and 
which one the respondent thinks the school should emphasize 
most. 
The questionnaire then provides a list of seven goal 
statements for respondents to rank order from "most 
important" (1) to "least important" (7). Next respondents 
are asked to give the school a grade of A, B, C, D, or 
FAIL. The demographic section asks the sex, age, family 
income, and years of schooling completed of all 
respondents. Parents were also asked the grade levels of 
their children and the school achievement levels of their 
children. 
The questionnaire yielded a great deal of data about the 
views of parents, teachers, and school committee members 
about the goals of elementary schooling, thus meeting the 
primary descriptive purpose of the study. All three groups 
indicated some level of agreement with 35 of the 43 goal 
statements in the first section. Three goal statements 
received three of the four highest mean ratings from each of 
the groups: "to develop the ability to read", "to develop 
the ability to think", and "to develop realistic 
self-confidence". Three goal statements received three of 
the four lowest mean ratings from each of the groups: 'to 
to get good/well-paying jobs , to begin to prepare 
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understand and strengthen one’s belief in one’s own 
religion", and "to learn to accept traditional values 
without questioning them". The mean importance ratings of 
the four functions of schooling from the three groups rank 
in similar order. Each group preferred the school give more 
importance to the Personal Development function than they 
perceived it to be giving at the time of the survey. The 
three groups rank-ordered the seven goals in the rank order 
section almost identically. Parents gave the school a mean 
grade of B+; teachers gave it an A-; and school committee 
members gave it a B+. 
The secondary hypotheses and research questions and the 
primary findings relative to each one are as follows: 
1. What is the extent of agreement/disagreement among 
parents, teachers, and school committee members that four 
major functions, Social Development, Intellectual 
Development, Personal Development, and Vocational 
Development are all important in elementary schooling? 
Intellectual Development, Personal Development, and Social 
Development were each rated "important" or "very important" 
by all three groups. Vocational Development was rated 
"somewhat important" by all three groups. 
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2. When required to choose one of the functions as "most 
important" or to rank order seven goal statements from "most 
important" to "least important" is there relative agreement 
that some goals are more important than others, or do 
opinions differ so that all functions or goals get support 
as "most important" from a significant number of 
participants? In choosing the one function which should be 
most important, some consensus emerges within each group of 
respondents. Sixty percent of the parents selected 
Intellectual Development. A majority of teachers selected 
either Intellectual Development (46%) or Personal 
Development (36%). Seventy-eight percent of the school 
committee members chose Personal Development. Few 
respondents selected either Social or Vocational Development 
even though those had been rated "important" and "somewhat 
important", respectively, when respondents had rated the 
functions independently. In the rank-order section, a 
consensus is apparent in the data from all three groups that 
"learning skills of mathematics, reading and other subjects 
and "developing self-confidence and a healthy self-concept 
are most important and developing physical fitness and the 
skills needed to get a good job are least important of the 
seven goals offered. 
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3. Do individuals who perceive the school to be giving 
greatest emphasis to the function (Social Development, 
Intellectual Development, Personal Development, or 
Vocational Development) which they believe should be given 
greatest emphasis have a higher level of satisfaction with 
the school than do other respondents? Yes, for parents; no, 
for teachers and school committee members. Parents who 
selected the same function for the perceived emphasis 
question as for the preferred emphasis question gave the 
school a B+, while parents who selected different functions 
gave the school a B. This difference is small, but is 
statistically significant at the .01 level of significance. 
The differences in the data from teachers and school 
committee members were in the opposite direction and not 
statistically significant. 
4. To what extent do parents, teachers, and school committee 
members think the school is attaching the proper level of 
importance to each of the four functions? All respondents 
rated the importance they perceived the school to be giving 
each function and the importance they thought the school 
should give each function on a six-point scale from "very 
important" to "very unimportant". The differences between 
perceived and preferred importance ratings for the four 
functions from each of the three groups ranged from .09 to 
.65. These differences were smaller (as a percentage of the 
186 
range of the scale) than Overman (1980) found in the schools 
she studied. Using her definitions these small differences 
indicate considerable "satisfaction" with the school among 
members of the three respondent groups. 
5. How do the variables of parents’ age, sex, years of 
schooling, and family income; the grade level of their 
oldest child, and the school achievement level of their 
oldest child (as reported by the parent) influence parents’ 
rank ordering of proposed goals of schooling? Very little. 
No consistent patterns appear in the data from the 
rank-order section when it is broken out by demographic 
variables. The rank ordering of every sub-group is quite 
similar to the rank ordering of parents as a whole. 
6. Do parents whose views of the goals of schooling are 
similar to the building principal’s view have a higher level 
of satisfaction with the school than do parents who hold 
views more dissimilar to those of the principal? This 
question was examined with the data from the question which 
asked respondents to choose the one function to which they 
wanted the school to give greatest emphasis and with the 
data from the rank-order section. In neither set of data 
was there a statistically significant correlation between 
congruence with the principal’s views and satisfaction with 
the school. 
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7. How do the views of parents and teachers about the goals 
of elementary schooling in the late 1980’s compare with 
those of parents in the late 1970’s? The findings in this 
study are quite similar to those of the "Study of Schooling" 
which was conducted in the late 1970’s (Goodlad, 1984; 
Overman, 1980). Both teachers’ and parents’ mean importance 
ratings of the four functions of schooling (Social, 
Intellectual, Personal, and Vocational Development) rank in 
the same order in this study as they did in Overman’s study. 
8. A final purpose of this study was to develop a 
questionnaire and a methodology that would enable other 
investigators, including local school administrators and 
teachers’ associations, as well as academic researchers, to 
ascertain the views of parents, teachers, and/or school 
committee members associated with a single school, school 
district, or larger entity, about the goals of elementary 
schooling. The questionnaire which was developed (see 
Appendix) is adaptable to other schools and school settings 
and is available for use by other investigators. 
Limitations 
The sample for this study was drawn from the parents, 
teachers, and school committee members of just one school 
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That school is the Buckland-Shelburne Regional School in 
Shelburne Falls, Massachusetts, a rural public elementary 
school in the western part of the state. The data is 
composed of responses from all of the school committee 
members; all of the teachers except for two part-time 
specialists who declined participation; and from 81% of a 
randomly selected sample of parents which included half of 
the families in the school. Thus the data can be presumed 
to be reliable and accurate with regard to views of those 
associated with this one school. The primary limitation of 
the study is that there is no way of knowing from this study 
how generalizable the results are to other schools. The 
fact that Overman (1980) and Goodlad (1984) found elementary 
school parents and teachers in their national study, which 
included a wide range of communities and socioeconomic 
circumstances, ranking the four functions of schooling - 
Academic, Personal, Social, and Vocational — in the same 
order of importance as did this study, suggests that the 
broad outlines and major categories of the results may have 
some generalizability to other schools. Doherty (1972) 
found that demographic and socioeconomic variables had very 
little influence on how respondents rated goals in his 
national study. Nonetheless, further research will be 
necessary to establish the extent to which the results of 
this study describe the views of parents, teachers, and 
school committee members in general. Even if they are a 
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description of only one school, the study has value in 
providing a questionnaire and a methodology which could be 
used in any school to gather data about the views of 
individuals associated with that school with regard to the 
goals of elementary schooling; and in providing a set of 
data which can serve as an up-to-date basis for comparison 
for other schools. 
As described by Selltiz, Wrightsman, and Cook (1976, p. 
125), there is always the possibility in a study of this 
nature that participants will respond in the way they think 
they "should" rather than responding with their actual 
views. Thus teachers might, for instance, prefer that 
students conform to the expectations of society and not be 
creative. If they felt that this was an inappropriate view 
for them to express they might respond to the questionnaire 
with a view they thought would be regarded as more 
"enlightened" (ex. supporting creativity rather than 
conformity). An effort was made to prevent or limit this 
potential phenomenon. All responses to the questionnaire 
were completely anonymous and the procedures for maintaining 
anonymity were explained to participants in the cover 
letters. In addition the cover letter to parents was signed 
by the chairperson of the school committee whose views about 
the goals of elementary schooling were considered to be less 
well known in the community than were those of the 
researcher or other administrators. Nonetheless, the 
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possibility exists that participants' responses were skewed 
by their efforts to appear to have the views they felt they 
"should" have. 
The researcher in this study was principal of the school 
for the six years preceding the survey. Only one of the 
nine school committee members participating in the study was 
a member of the committee at the time the principal was 
selected and hired. Only two of the twenty-three 
teacher-respondents were selected by the principal. 
Therefore the possibility that the similarity of views among 
respondents results from the committee choosing a principal 
who had views similar to theirs, who then selected teachers 
with similar views, is limited. On the other hand, during 
his tenure the principal did make some effort to build a 
consensus among the staff in support of some specific goals 
of elementary schooling and to interpret those goals to the 
community as well. No formal goal statements or statements 
of philosophy for the school exist or were ever articulated, 
however. A considerable degree of agreement exists among 
the views expressed in this survey by parents, teachers, and 
school committee members. Perhaps these views represent 
long standing views of the respondents upon which the 
philosophy of the school principal of six years had little 
or no effect. Perhaps these views represent a relative 
consensus which was built through the efforts of the 
Further research in other schools principal and others. 
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will be necessary to establish which of these possibilities 
is dominant in the data here. If these results have not 
been influenced by the principal/researcher then their 
generalizability to other schools is increased. If they 
have been significantly influenced by the researcher’s 
tenure as principal, then that is an even more interesting 
result, because it would suggest that principals and other 
educational leaders may be able to be quite influential in 
building support in their schools for progressive goals of 
elementary schooling. 
Conclusions 
1. A general consensus exists among parents, teachers, and 
school committee members in the school studied that a high 
priority for elementary schooling should be teaching 
reading, writing, and mathematics. The highest rated goal 
in the entire survey, for parents, teachers, and school 
committee members, was "to develop the ability to read . It 
was given the highest possible rating, strongly agree , by 
all of the teachers and school committee members and by 186 
out of 201 parents. When asked to rank order seven possible 
goals of elementary schooling, parents, teachers, and school 
committee members ranked "learning skills of mathematics, 
reading and other subjects" first or tied for first. When 
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asked to rate the importance of four functions of schooling 
- Social Development, Intellectual Development, Personal 
Development, and Vocational Development - parents rated 
Intellectual Development first and teachers rated it tied 
for first. All three groups rated "to develop the ability 
to communicate effectively in writing" among the top 8 goals 
out of 43 goals. Parents and school committee members rated 
"to develop the ability to use mathematics for everyday 
problems" in the top 11 out of 43 goals. 
This is not the same as an endorsement of a 
back-to-basics philosophy. The goal "to learn subject 
matter content" which is so strongly advocated as key by 
many back-to-basics proponents (Bennett, 1986), was rated 
20th by parents, 24th by school committee members, and 
30th(!) by teachers in this survey. That elementary 
students should learn to read, write, and do mathematics is 
something upon which advocates of many different positions 
can agree, from Marxists to traditionalists to Progressives. 
2. Neither parents, nor teachers, nor school committee 
members in this study want their elementary school to limit 
itself to a narrow back-to-basics education. They view 
other goals as just as important or almost as important as 
learning to read. Teachers and school committee members 
rated "developing self-confidence and a healthy 
self-concept" tied for first, and parents rated it second 
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when asked to rank order seven possible goals of elementary 
schooling. All three groups rated both the Personal 
Development function of schooling and the Intellectual 
Development function as "very important". Social 
Development was also rated "very important" by teachers, 
while parents and teachers rated it "important". School 
committee members rated Personal Development higher than any 
other function and teachers rated it tied for first with 
Intellectual Development. 
3. Parents, teachers, and school committee members want this 
elementary school to give greater emphasis to the Personal 
Development function of schooling than they perceive it to 
be giving now. (Personal Development is defined here as 
"instruction which builds self-confidence, creativity, 
ability to think independently, and self-discipline".) All 
three groups perceived the school as thinking Personal 
Development is "important". All three groups indicated that 
they think Personal Development should be "very important 
at school. While parents wanted the school to give greater 
importance to each of the four functions, the difference 
between perceived importance and preferred importance was 
almost twice as great for Personal Development as for any 
other function. When asked to choose which one function 
should be most emphasized, more respondents in each of the 
three groups chose Personal Development than when asked 
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which one function the school is emphasizing most. Fewer 
respondents in each of the three groups chose Intellectual 
Development as the one function they thought should be most 
emphasized than selected it as the one they perceived the 
school to be emphasizing most. That is to say, a meaningful 
number of parents, teachers, and school committee members 
would like to see relatively less emphasis on Intellectual 
Development and more on Personal Development. Seventy-eight 
percent of the school committee members think the school 
should give greatest emphasis to Personal Development 
(compared to only 25% of them who think that the school is 
giving greatest emphasis to Personal Development). 
4. Parents, teachers, and school committee members 
specifically want the school teach students to think, to 
think independently, and to develop realistic 
self-confidence. Parents’ mean ratings for these goals 
ranked 2nd, 3rd and 4th, right behind learning to read. All 
three groups "strongly agreed" with these three goals. 
5. Of the three major streams of thought about education in 
the twentieth century in the United States - cultural 
transmission or traditionalism, romanticism, and 
progressivism/developmentalism - progressivism is dominant 
in the views of parents, teachers, and school committee 
members In this study. While none of the groups could be 
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said to be thoroughly progressive, the goals associated with 
progressivism are generally higher rated than those more 
often associated with cultural transmission or romanticism. 
Such goals as "to learn to think independently", "to develop 
realistic self-confidence", "to develop a desire to continue 
learning throughout life", and "to develop the ability to 
get along with different kinds of people" are goals that 
Progressives would strongly support (Dewey, 1916, 1938; 
Parker 1894) and are all rated among the ten highest rated 
goals by parents and teachers. The cultural 
transmissionists (Bennet, 1986; Bestor, 1956; Katz, 1975) 
are more society-centered than the Progressives or romantics 
(Kohlberg & Mayer, 1972). Goal statements which they would 
support more strongly than would the Progressives are 
generally rated lower by all three groups. Parents’ 
rankings are given in parentheses: "to learn subject matter 
content" (20th), "to learn to conform to the expectations of 
society" (37th), "to begin to prepare to help the United 
States compete economically with other countries (41st), 
"to learn to accept traditional values without questioning 
them" (43rd). The one goal statement which most closely 
expresses the romantic point of view (Hall, 1901; Neil, 
1960), "to learn about what one is most interested in , is 
ranked 30th by parents and 28th by teachers, out of 43 goal 
statements. The support for the Personal Development 
function of schooling and for the Intellectual Development 
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function, as discussed above, is also indication of the 
dominance of the progressive view. 
While few if any of the respondents in this study would 
identify themselves as Marxists, there is considerable 
support in their responses for the kind of schooling 
suggested by the Marxist analysis of education. Support for 
cooperation and equality as opposed to competition and 
hierarchy can be seen in the strikingly high rating given to 
the goal statement, "for our school to give extra help to 
students who need it in order to be successful learners" 
(ranked 6th out of 43 by parents, and rated "strongly agree” 
by all three groups); in the high ratings of the goal 
statement, "to develop respect for, and understanding of, 
people of other races, religions, nations, and cultures" (12 
by parents, 10th by teachers, and 17th by school committee 
members); and in the lesser, but still significant, 
agreement with the goal, "to develop the ability to work 
cooperatively with others for the good of all (rated 
"agree" by parents and school committee members and 
"strongly agree" by teachers). These are not 'Marxist 
goals", and one need not be a Marxist to support them, but 
they are important features in the kind of schooling 
recommended by Marxists. Similarly, the practices and 
effects of schooling so strongly criticized by the Marxist 
analysis received very low levels of support from 
The sorting of students into a hierarchy ("for 
respondents. 
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our school to test and grade students so they can be 
assigned to the right track (phase) in high school" - 32nd 
for parents and school committee members and 38th for 
teachers) found little support at least as a goal of 
elementary schooling. The goals associated with preparation 
to fit into the existing economic system were rated near the 
bottom of the list: "to learn to conform to the expectations 
of society" (parents’ 37th ) and "to prepare to accept 
orders from supervisors in future jobs" (parents’ 38th). 
6. At least for the school studied here, there is a 
remarkable degree of agreement among parents, teachers, and 
school committee members about the goals they want their 
school to be pursuing. All three groups gave the highest 
rating (out of 43 goal statements) to the same goal - "to 
develop the ability to read". All three groups gave the 
lowest rating to the same goal - "to learn to accept 
traditional values without questioning them". Three of the 
goals among the four receiving the highest ratings were the 
same for all three groups - "to develop the ability to 
read", "to develop the ability to think" and "to develop 
realistic self-confidence". Similarly, three of the goals 
among the four receiving the lowest ratings were the same 
for each group. Given seven goal statements to rank order, 
parents and teachers ranked them in identical order, and the 
rankings of school committee members were similar When 
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asked to rate the importance of four functions of schooling, 
the ratings of parents and teachers rank in identical order: 
Intellectual Development, Personal Development, Social 
Development, and Vocational Development. (Teachers gave the 
same rating to the first two functions.) The only 
difference in the rankings of school committee members is 
that they rated Personal Development as even more important 
than Intellectual Development. 
Rating 43 goal statements on a seven-point scale, 
parents’ and teachers’ mean ratings differ by more than half 
a point on very few goal statements. Teachers agreed more 
strongly than did parents that school should help students 
develop an understanding that males and females should have 
equal rights (difference = .80). Teachers were also more 
supportive of the goals involving appreciation of the arts 
and expressing oneself creatively through the arts 
(differences = .62 and .54). Parents gave a much higher 
mean rating to the goal statement "for our school to test 
and grade students so they can be assigned to the right 
track (phase) in high school" (difference = 1.03). Parents 
were also more in agreement with the idea that elementary 
school students should begin to learn a foreign language 
than were teachers (difference = .72). Teachers also 
disagreed more strongly with the four lowest rated goals 
than did parents, even though the ranking of the means of 
the two groups for those four goals was identical. One 
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other notable difference is that although the mean ratings 
differ by only .18, parents’ mean rating of "to learn to 
* say no’ to illegal drugs" ranked 6th among their mean 
ratings, while teachers* rating of that same goal ranked 
18th among their mean ratings. This undoubtedly represents 
not a disagreement about use of drugs, but a disagreement 
about whose responsibility it is to teach students to avoid 
drug abuse. Teachers would prefer not to have that 
responsibility added to their already significant load. 
Overall this represents remarkably little significant 
disagreement and a tremendous degree of agreement among all 
three groups and among teachers and parents in particular. 
7. Parents who agree with the goals they see the school 
emphasizing are somewhat more satisfied with the school than 
are parents who would prefer the school to be emphasizing 
other goals, but this is a weak relationship. Parents who 
think the school is giving greatest emphasis (perceived 
emphasis) to the one function of schooling (Intellectual, 
Personal, Social, or Vocational Development) that they think 
should receive the greatest emphasis (preferred emphasis) 
gave the school a grade of B+. Those who selected different 
functions for perceived and preferred emphasis gave the 
school a grade of B. Although this difference is 
statistically significant (p=.01) the difference between a B 
and a B+ is not large. This suggests that while 
200 
agreement/disagreement about goals is a factor in parents’ 
satisfaction with a schoolt other factors also play major 
roles in determining parents’ level of satisfaction with a 
school. Congruence of perceived emphasis and preferred 
emphasis does not correlate with giving the school a higher 
grade in the data from teachers or from school committee 
members. 
Other data from the study shows a lack of correlation 
between goal congruence and satisfaction with the school. 
When the mean perceived and preferred importance ratings for 
each of the functions are computed for each of the three 
groups (parents, teachers, and school committee members), 
teachers show the greatest differences between perceived and 
preferred ratings as a group, yet as a group they give the 
school a higher grade than do the other two groups. It is 
possible, however, that when this school is compared to 
other schools and the range of congruence/non-congruence is 
greater, a correlation may exist between goal agreement and 
satisfaction with a school. Both parents and teachers in 
this study were relatively congruent and quite satisfied, 
that is they had relatively small differences between their 
perceived and preferred importance ratings of the four 
functions when compared to the schools studied by Overman 
(1980); and they gave a higher grade to their school than 
did the parents and teachers at schools studied by Overman 
or than did parents and teachers surveyed by A. M. Gallup 
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(1985a, 1985b). Perhaps then, goal congruence in more 
general terms does correlate with satisfaction, but further 
research will be necessary to establish this. 
8. Demographic differences have relatively little effect on 
the parents’ views of the goals of elementary schooling. 
Respondents* rank orderings of seven selected goal 
statements were analyzed by respondents’ age, sex, family 
income, level of schooling, and by the grade in school of 
their oldest child and that child’s school achievement 
level. All of the sub-groups ranked the goals similarly. 
With very few exceptions (3 out of 21), all of the 
sub-groups selected the same goals for first ("learning 
skills of mathematics, reading and other subjects"), second 
("developing self-confidence and a health self-concept"), 
sixth ("developing physical fitness and life-long habits of 
fitness and health"), and seventh ("learning the skills 
needed to get a good job"). The ordering of the other three 
goals ranked in the middle of the list varied from sub-group 
to sub-group. 
The sample provided a good distribution of respondents 
in all of the categories analyzed. Of course some other 
significant demographic differences were not available in 
this sample - differences of race, ethnicity, religion, 
language, urban/rural, and geographic location. 
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Despite the overwhelming similarity among the rankings 
of the sub-groups, some interesting differences do occur in 
their mean ratings of the goal statements. Low income 
parents gave significantly higher ratings to "becoming 
life-long learners" and "learning to get along with people 
of all kinds" than did high income parents or parents as a 
whole. On the other hand, when analyzed by level of 
education, support for "becoming life-long learners" 
increased dramatically as parents' level of education 
increased. Those with the most education also gave 
significantly higher ratings to "developing self-confidence 
and a healthy self-concept" than did those with the least 
education. Parents of above average students (as reported 
by the parents) attached less importance to "learning skills 
of mathematics, reading and other subjects" and greater 
importance to "developing self-confidence and a healthy 
self-concept" than did other parents. 
Overall, among the demographic variables examined in 
this study, those which correlate with the greatest 
differences in views about goals of schooling are education 
level of parents and school achievement level of the oldest 
child. (Achievement levels of middle and younger children 
might be equally significant, but were not studied here.) 
Nonetheless, the most significant finding is that there is 
great similarity in the way parents rank the importance of 
goals of schooling regardless of the parents’ age, sex, 
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family income, level of schooling, or the grade in school of 
their oldest child or that child’s school achievement level. 
9. Parents’ and teachers’ views of the goals of elementary 
schooling found in this study are not dramatically different 
from those found ten years ago in other studies, despite the 
emphasis in the popular press, in state legislation, and the 
various commission reports on back-to-basics. Parents in 
this study rated the four functions of schooling in the same 
order of importance as did the parents Overman (1980) and 
Goodlad (1984) studied in the late 1970’s - Intellectual, 
Personal, Social, and Vocational Development. Teachers in 
this study rated the four functions in the same order of 
importance as did the teachers Overman and Goodlad studied 
in the late 1970's - Intellectual and Personal "tied" for 
first, then Social, then Vocational Development. Both the 
data from ten years ago and the current data show parents 
and teachers preferring that elementary schools put 
relatively greater emphasis on Personal Development and 
relatively less emphasis on Intellectual Development, with 
teachers favoring that shift even more strongly than parents 
in both studies. This suggests considerable stability in 
the views of parents and teachers about the goals of 
elementary schooling over the last ten years. 
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10. The "Goals of Elementary Schooling" questionnaire, the 
administration procedures, and the methods of data analysis 
developed for this study provide useful data about the views 
of parents, teachers, and school committee members about the 
goals of elementary schooling and are adaptable for use by 
other investigators. They could be used by any school 
administrator, teachers’ association, school committee or 
researcher to survey the parents, teachers, and/or school 
committee members of a single school, or school district. 
The questionnaire provides information about: the general 
views of respondents with regard to major functions of 
schooling, agreement/disagreement with specific goal 
statements, congruence/non-congruence between respondents’ 
perceptions of the school’s goals and the respondents’ 
preferences, level of satisfaction with the school, degree 
of consensus or lack thereof among the members of each 
respondent group, and respondents’ rank-order preferences of 
some recommended goals of schooling. Altogether this data 
can provide those responsible for the directions taken by 
any school or school district a view of what respondents 
would like the school to be trying to accomplish with its 
students. 
A smaller, somewhat simplified survey, based on this 
study, could probably yield quite useful results for any 
school that wanted to ascertain the views of its community 
with a more modest effort. Because the procedure of sending 
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postcards for respondents to confirm their participation and 
the follow-up phone calls yielded such high rates of return 
and the range of views among respondents appears to be 
relatively small, it seems likely that one could get 
reliable results from a smaller sample. It would also be 
possible to select only certain sections of the 
questionnaire and omit others. 
Implications and Recommendations 
1. Elementary schools should not limit their curriculum, 
programs, or instructional methods to the so-called 
"basics", but should address a broad range of goals. They 
must teach the academic skills of reading, writing, and 
arithmetic and must show parents that they are doing so, but 
as long as that is happening, parents want a great deal more 
from their children’s elementary schools, and elementary 
teachers agree with them. Wherever elementary school 
teachers are limiting their instruction to academic goals, 
or are reducing the creativity of their methods and the 
experiences they provide for children, or are giving up 
involving students in thought-provoking projects and 
cooperative endeavors which require higher order thinking 
skills, they are failing to give us what we want and need 
from our schools. Whether they are doing it in response to 
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administrators who are fearful that their school’s 
standardized test scores won’t be high enough, or in 
response to state legislation requiring basic skills 
testing, or in response to the public statements of the 
United States Secretary of Education, whenever they adopt a 
more narrow, so-called "traditional" approach to education 
they are failing to move schools in the directions that 
parents and teachers alike want them to move. 
2. Elementary schools should teach students to think, not to 
conform. Eighty-five per cent of the parent respondents in 
this study gave the goal, "to develop the ability to think", 
the highest possible rating. All three groups of 
respondents showed the lowest level of agreement with the 
goals calling for conformity. There is a great deal of 
attention being given in the professional journals and 
conferences to the teaching of thinking, but observations in 
the schools suggest that we are teaching a lot more 
conformity than thinking in most of our schools (Sirotnik, 
1983). If the support shown by parents in this study for 
the teaching of thinking is to be taken seriously as a 
mandate, dramatic changes in the way most classrooms are 
conducted will be necessary. 
3. Elementary schools should put increased emphasis on the 
Personal Development function of schooling - building 
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self-confidence, creativity, ability to think independently, 
and self-discipline. This is what parents and teachers 
wanted ten years ago in Goodlad’s study (1984) and it’s what 
parents and teachers indicated that they want in this 
study. Perhaps it is time that administrators and 
educational leaders initiated another serious effort to 
overcome inertia and genuinely infuse these qualities into 
elementary education. 
4. There is considerable potential for an alliance between 
parents and teachers for improving schools. This study 
reveals a remarkable similarity between the views of parents 
and those of teachers. Teachers and parents often each view 
the other as the source of difficulty in getting the kind of 
education they want for students. Increased dialogue among 
teachers and parents and the opportunity to work together to 
improve schools should make it possible for them to find 
many areas of agreement and the courage to take on the 
change process. 
5. Whatever the limitations are in making schools more 
progressive, they do not come primarily from the views of 
parents. Teachers and administrators often use parents as 
an excuse. The response of teachers and administrators to 
recommended progressive reforms in education is often, I 
can’t do it because the parents won’t stand for it The 
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data from this study suggests that that just isn’t true. 
Parent respondents in this study indicated that they 
strongly agree with goals of assisting students to think 
independently, to develop positive attitudes toward 
themselves and toward learning, and to develop the ability 
to get along with different kinds of people. The 
implication of this data is that parents will not only stand 
for, but will support, schools that pursue these goals. 
Parents will object if reading, writing, and mathematics are 
not also priority goals which are being met successfully, 
but they want schools to do a great deal more. The falsely 
assumed view that parents will object to progressive 
innovations can no longer be used as an excuse for not 
making elementary schools more creative, stimulating, 
thought-provoking places to be. 
6. Educational leaders, whether they be building 
administrators, superintendents, school committee members, 
teachers or teachers’ associations, university professors, 
etc., can and should get useful information about the views 
of the parents, teachers, and school committee members of 
the particular school they are working with, and use it in 
setting directions for that school. There are two primary 
ways in which this information can be used by a leader, 
depending on how he or she sees his or her appropriate 
If a leader believes that schools should be designed 
role. 
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to fit the desires of the parents (and/or teachers) of the 
students of the school, then such information about their 
views of the goals of elementary schooling will be a mandate 
for establishing the priorities of the school. If, on the 
other hand, the leader believes that his or her role is to 
lead a school toward a model of schooling that he or she 
envisions, then information about the views of parents, 
teachers, and school committee members will indicate where 
there is support to move toward that vision, and where 
opposition can be expected until he or she can change the 
views of others to coincide more with his or her vision. 
For instance, this study indicates that support is present 
in the school studied here to do more teaching of thinking. 
On the other hand, if someone wanted to move the school 
studied here to a greater focus on preparing students for 
informed participation in the political process (a goal 
ranked 36th out of 43 by parents), the data suggests that 
support for such a change would have to be built - requiring 
investigation in greater detail of what the reservations of 
parents are about such a goal, and an effort to educate both 
parents and teachers to its importance. 
7. Those who seek to use the schools to change society and 
move toward a more egalitarian future, will find support 
among parents and teachers for practices of schooling which 
help develop some of the basic attitudes and values for such 
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a society, but very little support for attempts to turn 
students into social activists. The goal statement, "to 
begin to prepare to take an active part in bringing about 
social change" was ranked 39th by parents, 36th by teachers 
and 42nd by school committee members - near the very bottom 
of the list. Several goal statements which refer to 
developing positive attitudes toward more cooperative, 
non-racist, interactions among people won more support. "To 
develop a desire to make this a better world" was ranked 
26th by parents. "To develop the ability to work 
cooperatively with others for the good of all" was ranked 
19th by parents, 16th by teachers, and 13th by school 
committee members. Developing respect and understanding for 
others was ranked 12th by parents, and the goal statement 
specifying the most concrete action toward equality, "for 
our school to give extra help to students who need it in 
order to be successful learners", was ranked 6th by parents 
and rated in the "strongly agree" range by all three 
groups. 
A mandate does not yet exist for an educational 
environment in which youth can develop the capacity and 
commitment collectively to control their lives and regulate 
their social interactions with a sense of equality, 
reciprocity, and communality" (Bowles & Gintis, 1976, p. 
14), but the seeds are certainly there to be nurtured. 
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Suggestions for Further Research 
1. Studies identical to this one could be done in other 
schools throughout the country and in urban and suburban 
communities as well as in additional rural communities. 
Many questions could be explored. Are the results in this 
study typical or atypical? Do parents and/or teachers in 
poor communities want different goals for their elementary 
schools than do parents and/or teachers in wealthy 
communities? Are there significant differences in goal 
preferences in urban, suburban, and rural schools? What 
differences exist in goal preferences between schools where 
students’ average standardized test scores are low and those 
schools with high test scores? 
2. It would be interesting, and probably useful, to explore 
further the issue of parents’ and teachers’ views about 
teaching independent thinking versus teaching conformity. 
This study showed strong agreement with students learning to 
think independently, moderate agreement with encouraging the 
continuous questioning of ideas, and very little support for 
students learning to conform to the expectations of 
society. Yet at the same time, in practice, we find 
teachers doing a great deal to enforce conformity in the 
classroom and getting support from parents for doing so. 
Perhaps a series of forced choice preference questions 
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similar to those given on interest inventory tests could be 
designed: "Would you rather the teacher did ... or .... 
Would you rather your child was praised for ... or for ...." 
etc.. What type of independent thinking do parents and 
teachers want? 
3. The relationship between parents’ valuing of developing a 
positive self-concept and students’ academic success could 
be investigated in depth. This study found that parents who 
saw their oldest child as "above average" in school 
achievement attached greater importance to developing 
self-confidence as a goal of elementary schooling than did 
parents who reported that their children have average and 
below average school achievement. Is there a causal 
relationship here? Do parents who value self-confidence 
contribute positively to their children’s academic success? 
Or do parents whose children are succeeding academically 
feel less urgency about academic goals and therefore give a 
higher rank to developing self-confidence? If parents’ 
valuing self-confidence is important, then this could be a 
key point for intervention with parents, because this study 
also found that parents with the least schooling attach 
dramatically less importance to developing-self confidence 
than do parents with the most schooling. 
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Summary 
Parents, teachers, and school committee members of a 
rural public elementary school in western Massachusetts were 
surveyed to determine their agreement/disagreement with 
recommended goals of elementary schooling. All three groups 
of respondents indicated agreement with a broad range of 
goals. In general they indicated support for progressive 
goals of education and a high level of agreement with each 
other. The questionnaire developed for this study generated 
much useful data and can be used by others interested in 
ascertaining the views of parents, teachers, or school 
committee members about the goals of elementary schooling. 
APPENDIX A 
Letters of Transmittal 
BUCKLAND-SHELBURNE REGIONAL SCHOOL 
75 MECHANIC STREET 
SHELBURNE FALLS. MASSACHUSETTS 01370 
TELEPHONE (413) 625-2521 
October 8, 1987 
Dear Parent, 
Here is a survey which asks for your views about what goals our 
school should be trying to accomplish with students. Yours is one of 
the households that was selected to be part of a representative sample 
of the parents of our elementary students. This study is endorsed by 
the administration and School Committee and is being conducted in 
conjunction with researchers at the University of Massachusetts. 
Please complete the enclosed survey and return it promptly. (If 
there are two parents in your household, would you please each complete 
one of the survey forms if you received two forms.) It takes about 15 
minutes to complete. The results of this survey will be most valid and 
useful if everyone in the selected group returns their completed 
survey, so I earnestly request your cooperation. 
There are no right or wrong answers to the questions on this 
survey. The best answers are those that truly reflect your opinions 
and feelings. The study is designed so that no one will know how you 
individually answered the questions. 
Please mail your survey form in the enclosed stamped envelope, 
which is addressed directly to the researchers who will compile the 
results of the study for us. Please mail the enclosed postcard to the 
school at the same time. This will enable us to know that you have 
returned your form, while preserving the anonymity of your answers. 
If you do not return your survey promptly, you will be contacted 
to solicit your participation. Please do not make these follow-up 
contacts necessary. We are looking for a 100% return. In completin 
this survey you will be providing a genuine service to your child's 
elementary school and helping it be responsive to your views. 
If you have any questions, please call the school and someone 
will return your call. Thank you very much for your cooperation. 
Sincerely, 
Linda Rowland 
Chairperson, 
B-C-S School Committee 
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BUCKLAND-SHELBURNE REGIONAL SCHOOL 
75 MECHANIC STREET 
SHELBURNE FALLS. MASSACHUSETTS 01370 
TELEPHONE (413) 625-2521 
October 8, 1987 
Dear Teacher, 1 
Here is a survey which asks for your views about what goals our 
school should be trying to accomplish with students. All 
Buckland-Shelburne Regional School teachers are being asked to 
participate. This study is part of Russ Vernon-Jones■s doctoral 
research and was approved by the B-C-S administration and School 
Committee. 
There are no right or wrong answers to the questions on this 
survey. The best answers are those that truly reflect your opinions 
and feelings. The study is designed so that no one will know how you 
individually answered the questions. 
Please complete the survey promptly and place it in the 
designated box in the school office. Please give the enclosed card to 
Yolanda. This will enable her to know that you have returned your 
form, while preserving the anonymity of your responses. 
We cure looking for a 1 00% return. School Committee members and a 
representative sample of parents are also being asked to participate. 
If you have any questions about this study, please let Yolanda 
know and she will forward them to Russ. Thank you very much for your 
cooperation. 
Linda Rowland 
Chairperson, 
B-C-S School Committee 
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BUCKLAND-SHELBURNE REGIONAL SCHOOL 
75 MECHANIC STREET 
SHELBURNE FALLS. MASSACHUSETTS 01370 
TELEPHONE (413) 625-2521 
October 8, 1987 
Dear B-C-S School Committee Member, 
Here is a survey which asks for your views about what goals the 
Buckland-Shelburne Regional School should be trying to accomplish with 
students. All B-C-S School Committee members are being asked to 
participate. This study is part of Russ Vernon-Jones' s doctoral 
research and was approved by the B-C-S administration and School 
Committee. All BSR teachers and a representative sample of parents are 
also being asked to participate. 
There are no right or wrong answers to the questions on this 
survey. The best answers are those that truly reflect your opinions 
and feelings. The study is designed so that no one will know how you 
individually answered the questions. 
Please mail your survey form in the enclosed stamped envelope, 
which is addressed directly to Russ and the researchers who will 
compile the results of the study for us. Please mail the enclosed 
postcard to the school at the same time. This will enable us to know 
that you have returned your form, while preserving the anonymity of 
your answers. 
If you do not return your survey promptly, you will be contacted 
to solicit your participation. Please do not make these follow-up 
contacts necessary. We are looking for a 1 00% return. In completing 
this survey you will be providing a genuine service to the elementary 
school and helping it be responsive to your views. 
If you have any questions, please call the school and someone 
will return your call. Thank you very much for your coopperation. 
Sincerely, 
Linda Rowland 
Chairperson, 
B-C-S School Committee 
APPENDIX B 
Questionnaire 
GOALS OF ELEMENTARY SCHOOLING SURVEY 
Some possibl 
below. Please 
these should be 
placing a check 
to each item, 
are those that 
e goals for public elementary schooling are lis 
indicate how strongly you agree or disagree tha 
a goal of schooling at our elementary school, 
in one of the boxes beside each item. Please 
There are no right or wrong answers - the best 
truly reflect your opinions or feelings. 
ted 
t each of 
by 
respond 
responses 
EXAMPLE: The first item has been completed as an example. You can see 
that the person responding to this item strongly disagrees that this 
should be a goal at our elementary school. 
Kememoer: dome oi cnese items may oe goals r 
that you agree with but don't think should 
be school goals. Please indicate your 
agreement/disagreement with these being 
goals of elementary schooling. 
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Ex. To learn how to play tiddlywinks. y 
1 . To develop the ability to communicate 
effectively in writing 
2. To develop an interest in science 
3. To begin to learn a foreign language 
4. To develop the ability to read 
5. To develop an understanding about 
different kinds of jobs and careers 
6. To develop the ability to get along 
with different kinds of people 
7. To begin to prepare for informed 
participation in the political process 
8. To learn to conform to the 
expectations of society 
9. To develop the ability to think 
10. To develop an appreciation for the arts 
11. To develop realistic self-confidence 
12. To understand and strengthen one’s 
belief in one's own religion L | | 
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Please indicate how strongly you 
agree or disagree that each of these 
should be a goal of schooling at our 
elementary school. 
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1J. To develop an understanding that males 
and females should have equal rights 
14. For our school to test and grade 
students so they can be assigned to 
the right track (phase) in high school 
15. To develop a healthy understanding of 
emotions 
1 6. For our school to encourage a process 
of continuous questioning of ideas 
1 7. To develop good work habits 
18. To learn about sexually transmitted 
diseases 
19. To learn to think independently 
20. To begin to prepare to get 
good/well-paying jobs 
21 . To begin to prepare to take an active 
part in bringing about social change 
22. To develop the ability to express 
oneself creatively through the arts 
23. To prepare to accept orders from 
supervisors in future jobs 
24. To develop good friendships while 
in school 
25. To learn to use computers 
26. To learn subject matter content 
27. To begin to prepare to help the 
United States compete economically 
with other countries 
28. To develop the ability to work 
cooperatively with others for the 
good of all 
V 
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Please indicate how strongly you 
agree or disagree that each of these 
should be a goal of schooling at our 
elementary school. 
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29. To learn to "say no" to illegal drugs 
30. To develop one's creativity 
31. To develop the ability to use 
mathematics for everyday problems 
32. To develop a desire to continue 
learning throughout life 
33. To develop respect for, and 
understanding of, people of other races, 
religions, nations, and cultures 
34. To learn about what one is most 
interested in 
35. To learn about the biology of human 
reproduction (by the end of 6th grade) 
36. To develop lifelong habits of 
physical fitness 
37. For our school to give extra help to 
students who need it in order to be 
successful learners 
38. To learn to accept traditional values 
without questioning them 
39. To develop a desire to make this a 
better world 
40. To develop a love of reading 
41 . To develop the ability to make 
responsible moral and ethical decisions 
• 
42. For our school to help students 
enjoy school 
43. To learn how to approach and solve 
problems of all types 
i 
• • • • • • .•_•_ 
TKKJTFTK 
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FUNCTIONS OF ELEMENTARY SCHOOLING 
Schools usually provide education in a variety of ar 
some areas may be more important at one school than 
1 . As far as you can tell, how important does THIS 
think each of the following areas is for the 
education of students at this school? 
eas. However 
at another. 
SCHOOL 
<J <J <J 
a. SOCIAL DEVELOPMENT £ £ v £ v if zf ^ 
(Instruction which helps students learn £ ? ft? $ $ 
to get along with other students and £ <? £ <£ / ^ C -? 
adults, prepares students for social c? >$ cj c? c? £ cf 
and civic responsibility, develops 
students' awareness and appreciation 
of our own and other cultures) 
b. INTELLECTUAL DEVELOPMENT 
(Instruction in basic skills in math¬ 
ematics, reading, and written and 
verbal communication; and in critical 
thinking and problem-solving abilities) 
c. PERSONAL DEVELOPMENT 
(Instruction which builds self- 
confidence, creativity, ability to think 
independently, and self-discipline) 
d. VOCATIONAL DEVELOPMENT 
(Instruction which prepares students for 
employment, development of skills 
necessary for getting a job, 
development of awareness about 
career choices and alternatives) 
2. Which one do you think receives 
at this school? (Please check ONLY 
_ Social development 
Intellectual development 
Personal development 
Vocational development 
3. Regardless of how you answered the 
previous question, how important 
do YOU THINK each of these areas 
should be at this school? 
a. Social development 
b. Intellectual development 
c. Personal development 
d. Vocational development 
If you had to choose only one, which do YOU THINK this 
school should emphasize the most? (Please check ONLY ONE.) 
Social development 
Intellectual development 
^ Personal development 
Vocational development 
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ORDERING GOALS 
Listed below are seven possible goals of elementary schooling. Please 
write a "1 " beside the one you think is most important. Write a "2" 
beside the one which you think is second most important; a “3" beside the 
third most important; and so on with "4", "5", "6", and "7" until you have 
written a number beside each statement. The "7“ should be written beside 
the goal you consider least important. Even if two goals seem equally 
important, please try to dlecide which you feel is most important and use 
each number (1 to 7) only once. Remember: this survey is about the most 
important goals of schooling at the elementary school level. 
Becoming life-long learners 
_ Developing moral and ethical character 
Learning to get along with people of all kinds 
Learning skills of mathematics, reading, and other subjects 
Learning the skills needed to get a good job 
Developing self-confidence and a healthy self-concept 
Developing physical fitness and lifelong habits of fitness and health 
GRADING THE SCHOOL 
Students are sometimes given the grades "A", "B", "C“, "D", and "FAIL" 
to denote the quality of their work. Suppose the public elementary school 
itself, in this community, were graded in the same way. What grade would 
you give Buckland-Shelburne Regional School? 
Please circle one: A B C D FAIL 
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QUESTIONS ABOUT YOU: 
Ar« you a parent or guardian of a student currents u .. 
8«oki..a-.».ib.,.. school, pi.... 
Your sex: Female Male 
Your age 
Please check one: 
_ 16 - 25 yrs. 
_ 26 - 35 yrs. 
_ 36 - 45 yrs. 
_ 46 - 55 yrs. 
_ 56 - 65 yrs. 
over 65 yrs. 
Your family income per year 
Please check one: 
_ under $10,000 
_ SI 0,000 - SI 9,999 
_ $20,000 - $29,999 
_ $30,000 - $39,999 
_ $40,000 and over 
No 
Highest level of schooling you 
Grade: 1 23456 
College years completed: 0 1 
have completed. 
1 8 9 10 
2 3 4 5 
Please circle one: 
11 12 
6 more than 6 
QUESTIONS ABOUT YOUR CHILDREN: 
^hi^lea8e f°mplete the chart below using one line for each of your 
children. Leave the other lines blank. For example, if you had two 
children you would circle an answer in each section for "Oldest Child" and 
for Second Child" and leave the third and fourth child lines blank If 
your circumstances don't seem to fit the chart, please include an 
explanation below. 
Sex 
Circle one: 
Grade in School 
Circle one: 
School 
Achievement 
Circle one: 
Oldest child M F Not in K-3 4-6 7-12 
schoo1 
Other Above Average 
Average 
Below Average 
Second child M F Not in K-3 4-6 7-12 
school 
Other Above Average 
Average 
Below Average 
Third child M F Not in K-3 4-6 7-12 
school 
Other Above Average 
Average 
Below Average 
Fourth child M F Not in K-3 4-6 7-12 
schoo1 
Other Above Average 
Average 
Below Average 
Do you have more than four children? Yes No 
THANK YOU FOR COMPLETING THE SURVEY! 
Please mail 
View Drive, 
enclosed. ) 
this form to: Educational Goals Research, 59 Valley 
Amherst, MA 01002. (A stamped, return envelope is 
Please mail the enclosed postcard to the school. 
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TEACHER SURVEY 
Are you a teacher 
Please check one: 
currently 
Yes 
teaching at Buckland-Shelburne Regional? 
No 
NOTE: Please feel free to omit any or all of the following questions on this 
page if you feel answering them may compromise your anonymity in this 
survey. 
Your sex: Female Male 
Your age 
Please check one: 
16 - 2 5 yrs. 
26 - 35 yrs. 
36 - 45 yrs. 
_ 46 - 55 yrs. 
56 - 65 yrs. 
over 65 yrs. 
Your family income per year 
Please check one: 
under $1 
$10,000 
$20,000 
$30,000 
$40,000 
0,000 
- $1 9,999 
- $29,999 
- $39,999 
and over 
Highest level of schooling you have completed. Please circle one: 
Grade: 1 2 3 4 5 6 7 8 9 10 11 12 
College years completed: 01 23456 more than 6 
Current teaching assignment. 
Please check one: _ K-3 classroom _ 4-6 classroom 
e. Please check one: 
- 1 5 _ Over 15 
THANK YOU FOR COMPLETING THE SURVEY! 
Number of years of teaching experienc 
1-5 6-10 _ 11 
Please return this survey form and the enc losed card to the school office. 
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SURVEY OF SCHOOL COMMITTEE MEMBERS 
Are you a currently a member of the B-C-S School Committee? 
Please check one: Yes Mo 
NOTE: Please feel free to omit any or all of the following questions on 
page if you feel answering them may compromise your anonymity in this 
survey. 
this 
Your sex: Female Male 
Your family income per year 
Please check one: 
under $1 0,000 
_ $1 0,000 - $1 9,999 
_ $20,000 - $29,999 
_ $30,000 - $39,999 
$40,000 and over 
Highest level of schooling you have completed. Please circle one: 
Grade: 1 2 3 4 5 6 7 8 9 10 11 12 
College years completed: 01 23456 more than 6 
Your age 
Please check one: 
16 - 25 yrs. 
26 - 35 yrs. 
36 - 45 yrs. 
46 - 55 yrs 
56 - 65 yrs. 
over 65 yrs. 
THANK YOU FOR COMPLETING THE SURVEY! 
Please mail this form to: Educational Goals Research, 59 Valley View Drive, 
Amherst, MA 01002. (A stamped, return envelope is enclosed.) 
Please mail the enclosed postcard to the school. 
BIBLIOGRAPHY 
Adler, M. J. (1982). The paideia proposal: An educational 
manifesto. New York: MacMillan 
Ausubel, D. P. & Robinson, F. G. (1969). School learning: An 
introduction to educational psychology. New York: Holt 
Rinehart and Winston. 
Beane, J. A. (1986). The continuing controversy over 
affective education. Educational Leadership. 4.3(4), 26-31. 
Bennett, W. J. (1986). First lessons: A report on elementary 
education in America. Washington, DC: U.S. Government 
Printing Office. 
Bestor, A. (1956). The restoration of learning. New York: 
Alfred Knopf. 
Borg, W. R. &, Gall, M. D. (1983). Educational Research: 
Fourth Edition. New York: Longman. 
Borton, T. (Ed.). (1986) The weekly reader national survey 
on education. Middletown, CT: Field Publications. 
Bowles, S. & Gintis, H. (1976). Schooling in capitalist 
America: Educational reform and the contradictions of 
economic life. New York: Basic Books. 
Brandt, R. (1984). Teaching of thinking, for thinking, about 
thinking. Educational Leadership. 4j5 (1) , 4. 
Brandt, R. (1986). Character and critical thinking. 
Educational Leadership, 4jJ(4), 3. 
Carnoy, M. & Levin, H. M. (Eds.). (1976). The limits of 
educational reform. New York: D. McKay. 
Dewey, J. (1916). Democracy and education. New York: The 
Free Press. 
Dewey, J. (1938). Experience and education. New York: 
Collier Books. 
Doherty, W. J. (1972). Differential valuations of elementary, 
educational goals. (ERIC Document Reproduction Service No. 
ED 062 665) 
Eddy, P. (1985). Contemporary educational philosophies. 
Unpublished lectures, University of Massachusetts. 
Educational Research Service. (1986). A kindergarten 
survey. Principal, 65(5) , 22 — 23. 
225 
226 
Fadiman 
Koerner 
Brown. 
C. (1959). The case for basic education. In J. D. 
The case for basic education. Boston: Little, 
Fraley, 
and the 
A. E. (1981). Schooling and innovation: The rhetoric 
reality. New York: Tyler Gibson. 
Gallup, A. M. (1985a). The Phi Delta Kappa/Gallup poll of 
teachers-attitudes toward the public schools" Bloomington, 
IN: Phi Delta Kappa. (ERIC Document Reproduction Service 
No. ED 257 787) 
Gallup, A. M. (1985b). Seventeenth annual survey of the 
public *s—attitudes_toward the public schools. Princeton, N J : 
The Gallup Organization. 
Gallup, A. M. & Clark, D. L. (1987 ). The 19th annual Gallup 
poll of the public’s attitudes toward the public schools. 
Phi Delta Kappan . 6j9( 1 ) , 17-30. 
Gallup, G. H. ( 1984). The 16th annual poll of the public’s 
attitudes toward the public schools. Phi Delta Kappan. 
M(l), 23-38. 
Goodlad, J. I. (1979). What schools are for. Bloomington, 
Ind.: Phi Delta Kappa Educational Foundation. 
Goodlad, J. I. (1983). What some schools and classrooms 
teach. Educational Leadership. .40 ( 7 ) , 8-19. 
Goodlad, J. I. (1984). A place called school: Prospects for 
the future. New York: McGraw-Hill. 
Hall, G. S. (1901). The ideal school based on child study. 
The Forum, 32. (quoted in Kohlberg & Mayer, 1972). 
Hoepfner, R. (1973). National priorities for elementary 
education. (Center for the Study of Evaluation Monograph 
Series in Evaluation. Volume 2). (ERIC Document 
Reproduction Service No. ED 174 622) 
Jackins, H. (1977). The upward trend. Seattle: Rational 
Island Publishers. 
Jencks, C., et al. (1972). Inequality: A reassessment of the 
effect of family and schooling in America. New York: Basic 
Books. 
Katz, M. B. ( 1975 ). Class, bureaucracy, and schools. 
York: Praeger. 
227 
New 
Kerlinger, F. N. (1958). Progressivism and traditionalism: 
Basic factors of educational attitudes. The Journal of 
Social Psychology. 48. 111-135. 
^°hlberg, L. (1975). The cognitive—development approach to 
moral education. Phi Delta Kappan. 56, 670-677. 
Kohlberg, L. & Mayer, R. (1972). Development as the aim of 
education. Harvard Educational Review. 42, 449-496. 
Lazerson, M., McLaughlin, J. B., McPherson, B., & Bailey, S. 
K. (1985). An education of value: The purposes and practices 
of schools. Cambridge: Cambridge University Press. 
Lockwood, A. L. (1986). Keeping them in the courtyard: A 
response to Wynne. Educational Leadership. £3(4), 9-10. 
Minter, T. K. (1982). The importance of the federal role in 
improving educational practice: Lessons from a big-city 
school system. Harvard Educational Review. 5.2( 4), 500-513. 
National Commission on Excellence in Education. (1983). A 
nation at risk: The imperative for educational reform. 
Washington, D.C.: U.S. Government Printing Office. 
National Education Association of the United States. (1979). 
The teacher. NEA, and the quality of education: A national 
opinion survey. Aoril-June 1978. Washington, DC: Author. 
Neil, A. S. (1960). Summerhill. New York: Hart. 
Overman, B. C. (1980). Functions of schooling: Perceptions 
and preferences of teachers, parents, and students. (A 
Study of Schooling in the United States: Technical Report 
Series No. 10). (ERIC Document Reproduction Service No. ED 
214 880) 
Parker, F. W. (1894). Talks on pedagogics. New York: E.L. 
Kellog. 
Paske, G. H. (1986). The failure of indoctrination: A 
response to Wynne. Educational Leadership, 43.(4), 11-12. 
Paul, R. W. (1984). Critical thinking: Fundamental to 
education for a free society. Educational—Leadership, 
42(1), 4-14. 
228 
Peshkin, A. (1986). God’s choice 
fundamentalist Christian school. 
43,(4), 36-41. 
The total world of a 
Educational Leadershi 
Piaget, J. ( 1973 ). The child and reality. n^w Vnr'U- 
Grossman. 
Primack, R. (1986). No substitute for critical thinking: 
response to Wynne. Educational Leadershipr 43(4), 12-13 A 
Ribble, S. K. (1973). State Goals for Elementary and 
Secondary Education. Revised. (State Educational 
Accountability Repository). (ERIC Document Reproduction 
Service No. ED 083 747) 
Sanders, A. L. (1986). Tilting at "secular humanism". Time, 
128(4), 68. -’ 
Sarup, M. (1978). Marxism and education. London: Routledge 
& Kegan Paul. 
Sava, S. (1986). Education is national security. Principal. 
65(5), 68. 
Selltiz, C., Wrightsman, L. S., & Cook, S. W. (1976). 
Research Methods in Social Relations. New York: Holt, 
Rinehart, and Winston. 
Sinclair, R. (1986, May). Decisions for promoting learning. 
Unpublished address at MASCD Conference, University of 
Massachusetts. 
Sirotnik, K. A. (1983). What you see is what you get: 
Consistency, persistency, and mediocrity in classrooms. 
Harvard Educational Review, .53(1), 16-31. 
Task Force on Education for Economic Growth, Education 
Commission of the States. (1983). Action for excellence: A 
comprehensive plan to improve our nation’s schools. Denver 
Education Commission of the States. 
Twentieth Century Fund Task Force on Federal Elementary and 
Secondary Education Policy. (1983). Making the grade. New 
York: The Twentieth Century Fund. 
Weissglass, J. (1979). How the economic class structure 
affects our learning. Classroom, No. 6, 12-16. 
Weissglass, J. (1980). Schools, oppression and learning. 
Classroom, No. 7, 25-31. 
229 
Weissglass, J. &. Weissglass, T. (1984). Draft program for 
educational change. Classroom. No. 8, 3-10. 
Wright, D. P. (1980). Teachers* educational beliefs. (A 
Study of Schooling in the United States: Technical Report 
Series, No. 14). (ERIC Document Reproduction Service No. ED 
214 884) 
Wynne, E. A. (1986). The great tradition in education: 
Transmitting moral values. Educational Leadership. 43(4). 
4-9. 
Wynne, E. A. & Walberg, H. J. (1986). The complimentary 
goals of character development and academic excellence. 
Educational Leadership. 4_3(4), 15-18. 


